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PREFACE 


111  (he  early  1960s,  wlicn  (lie  wriling  of  (his  book  was  broaelicd,  (he  idea  was  to 
make  it  a  third  edition  ol  A  CuUural  History  oj  Wcsicni  Education,  whieh  was  first 
published  by  McCraw-l lill  in  1947  and  revised  in  1955.  But  it  lias  turned  out  to  be  a 
new  and  dilleieni  book.  A  nionientous  decade  that  speeded  up  revolutionary  transfor¬ 
mations  in  (he  world  of  nalions  as  well  as  in  (he  world  of  scliolarship  and  education 
made  the  original  plan  obsolele. 

1’rue,  the  earlier  liook  had  ventured  upon  a  new  path  for  its  time  in  its  effort  to 
view  (he  history  of  education  as  an  integral  part  of  tlie  history  of  social  institutions 
and  (he  history  ol  ideas.  1  hoped,  (hereby,  to  remedy  a  defect  in  much  of  the  prior 
writing  and  teaching  in  (he  liistory  ol  education  iianicly,  a  tendency  to  look  upon 
education  as  an  institution  isolated  (roni  the  major  lorccs  at  work  in  (he  surrounding 
society  and  culture.  In  this  respect  I  anticipated  by  a  decade  (he  revisionist  niovemeiit 
(hat  swept  American  liistoriography  in  (he  late  1 950s  and  early  1960s.  (See  Biblio- 
grapliical  Notes,  pp.  569-570.) 

Tiie  earlier  book  was  rooted  in  a  social  concern  that  (he  stmly  of  history  should 
be  a  basic  resource  for  getting  a  firm  grasp  on  the  critical  problems  facing  public  policy 
in  education  as  well  as  for  gaining  reliable  knowledge  about  (lie  educational  past.  In 
this  effort  to  highlight  lho.se  persistent  political,  economic,  religious,  and  intellectual 
controversies  of  (he  past  which  would  be  most  illuminaling  to  (he  making  of  informed 
judgments  about  (he  predicament  of  the  present,  1  anticipated  the  clamor  of  (he  I96()s 
(hat  education  be  relevant  to  the  great  issues  and  human  needs  of  our  time. 

In  the.se  (wo  respects  I  reaffirm  for  this  book  the  basic  intentions  of  the  earlier 
book:  to  provide  a  history  of  education  broadly  based  in  general  history  and,  at  (he 
same  time,  to  display  a  timely  .sense  of  the  meaning  of  historical  themes  for  the 
deepest  civili/ational  crises  of  (he  present.  But  (he  older  hook  did  not  and,  in  many 
respects,  conid  not  anticipate  (he  range  of  revolutionary  changes  that  culminated 
during  (he  I96()s.  Wliilc  it  is  too  soon  to  make  definitive  historical  judgments,  it  is 
entirely  possible  (hat  the  third  quarter  of  the  twentieth  century  marked  a  distinctive 
turning  point  in  (lie  luirnan  condition,  a  turning  point  (hat  may  well  be  compared  with 
one  or  (wo  of  the  other  major  transformations  in  liumari  history.  So  a  new  book  had 
to  be  written.  Although  (his  book  inevitably  draws  upon  some  of  (he  insights  and 
materials  ol  A  CuUural  History  of  Western  Educalkni,  it  may  be  considered  a  successor 
to  the  earlier  book  ratlier  tlian  a  revision  in  (he  usual  sense.  It  is,  however,  revisionist 
in  flic  most  fundamental  sense. 
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Several  clusters  of  events  in  the  world  and  of  trends  in  scliolaisliip  have 
combined  to  require  a  new  approach  to  hislory  in  peneral  and  to  die  hislory  of 
education  in  particular.  Umding  all  other  events  in  their  ciinuilative  ctTects  ujioii  die 
vast  majority  of  mankind  is  tlie  coming  to  {Political  iiulcpeiulence  of  the  peojdes  of 
more  than  half  the  world  in  less  than  a  generation  followiiii’  the  end  of  World  War  II. 
By  the  opening  of  the  I97()s  more  than  sixty  of  the  sovereign  nations  of  the  world 
were  less  than  twenty  years  old.  They  had  been  released  from  or  had  thrown  olTthc 
colonial  rule  of  the  Western  empires  faster  than  anyone  had  dreanuHl  |H)ssil)!e  lie  fore 
1945.  In  their  economic,  political,  and  social  conditions  the  new  nations  ranggd  from 
being  mostly  traditional  to  higlily  moderni/,ed.  I'hc  gap  between  tlien  stale  of 
development  and  that  of  tlic  most  nuxlerni/,ed  of  the  ohlei  sovereigji  nations  com 
stitutes  one  of  the  most  portentous  and  dangerous  faets  of  contem[iorary  life.  A  world 
half  poor  and  half  rich  can  be  no  more  secure  than  a  nation  half  slave  and  lialf  free. 

What  is  particiilaiiy  important  is  that  tliis  enormous  dis|iarity  in  the  human 
condition  is  now  recognized  as  luiving  been  caused  in  some  measure  by  massive 
disparities  in  education.  Tfic  rich  nations  are  well  educated;  the  iioor  nations  are 
poorly  educated.  The  gap  between  tlie  more  modern  nations  and  the  less  modern 
nations  is  no  less  an  educational  gap  tlum  an  economic  or  teehnohigical  r;aru‘  So,  as 
the  leaders  of  tlie  new  nations  have  launched  tlieir  programs  to  modeinize  their 
economies,  achieve  a  national  unity  and  integrity,  improve  their  rural  ami  urlian  ways 
of  life,  and  strengthen  popular  participation  in  their  national  affairs,  they  have  turned 
to  education  as  one  oi  their  chiet  resources  for  modernization.  Naturally,  they  have 
turned  to  the  more  developed  nations  to  see  wliat  lessons,  both  good  and  bad,  they 
can  learn  from  earlier  experiences  with  education  in  the  modernization  process,  what 
they  can  emulate  and  adapt,  and  wliat  they  should  rejeel  as  liarrnful  and  alien. 

No  one  who  has  not  lived,  worked,  and  grappled  with  the  staggering,  prolilems  of 
a  people  seeking  to  become  modern  while  faced  with  the  mountainous  forces  of 
tradition  can  appreciate  the  dilliculty  ot  what  Lauriston  Sharp,  the  (’ornell  University 
andiropologist,  calls  ‘hi  wliolly  new  phenomenon  in  liurnan  history:  men  standing  in 
one  cultural  age,  demanding  another.”^  Tliis  demand  rccpiires  that  the  peoples  of  both 
cultural  ages  reassess  the  role  that  education  lias  played  in  tlie  buiUling  of  their 
societies,  recognizing  tliat  sometimes  education  enharices  the  Ibices  ot'  tradition  and 
stability  and  at  other  times  speeds  the  processes  of  social  change  and  motlernization. 

A  second  cluster  of  events  that  requires  reinterpretation  in  the  history  of 
education  is  typified  by  the  cumulative  crises  that  welled  up  in  the  modern  societies  of 
the  1960s.  It  is  an  irony  ol  major  proportions  tliat  just  as  lialf  tlie  worUl  was  aspiring 
to  become  modern  as  rapidly  as  possible,  grave  doubts  were  being  raised  in  the  already 
modern  nations  about  the  desirability  ot  the  very  iticrdcrriity  to  which  tlie  traditional 
societies  were  aspiring.  The  industrialization  and  technology  that  had  made  [lossible  a 

^For  extensive  documentation  of  the  widening  gap  in  the  1 9()0s,  see  lAm  tCmre  el  A  /.rarning  to 
Be,  The  World  of  Education  Today  and  Tomorrow,  UNESCO,  Paris  and  f  larrap  &  Co.,  1  ornlon,  1 972. 

Lauriston  Sharp,  The  Role  of  the  University  in  Promoting  Change,  ('ornell  llruveisiiv,  Itliaca, 
N.Y.,  1962,  p.  9. 
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high  average  standard  of  living  among  modern  societies  was  found  to  cause  dangerous 
pollution  of  the  environment.  This  pollution  is  a  formidable  threat  to  living  at  aH  in  an 
industrial  and  technological  society.^  The  cities  that  liad  been  the  nucleus  of  moder¬ 
nity,  indeed  the  very  centers  of  all  civilization  for  ,S,000  years,  were  becoming  the 
blight  of  modern  civilization  as  the  infectious  ghettos  of  the  inner  cities  exuded 
poverty,  disease,  frustration,  crime,  and  rioting.  The  future  of  urban  life  itself  came 
into  question,  and  the  flight  to  the  “outer  cities”  or  suburbs  left  lire  urban  centers  of 
the  United  States  largely  black  and  poor.  The  rural  sectors  luirbored  the  disadvantaged 
poor  of  all  ethnic  stocks,  cspccirdly  tlie  American  Indian,  Spanish  speaking  peoples 
from  Mexico  and  the  Caribbean,  and  poverly-stricken  blacks  and  native  whites.  In  all 
cases,  a  major  symptom  of  disadvantage  was  the  deprivation  of  education. 

An  America  that  had  only  lately  taken  up  a  posture  ol  responsible  participation 
in  world  affairs  seemed  to  waver  and  pull  back  to  an  earlier  stance  of  nonparticipation 
in  the  world  as  it  blanched  in  lire  face  of  tire  war  in  Indochina  from  wliich  it  had  great 
difficulty  in  extricating  itself.  For  the  first  lime  in  its  history  a  majority  of  the 
American  people  came  to  oppose  a  war  its  nation  was  waging,  a  war  which  did  not 
seem  to  have  cither  the  justincation  of  democratic  ideals  or  of  manilicst  destiny. 

And,  above  all,  that  cardinal  principle  of  tire  American  dream,  a  faith  in  massive 
educational  endeavor,  came  under  frontal  attack.  A  IVesh  squadron  of  educational 
critics  bombarded  the  educational  system  from  lop  to  bottom.  Whereas  the  objective 
of  critics  in  lire  l‘)5()s  had  been  the  looseness,  the  laxity,  and  tire  soft  pedagogy  of  a 
“nnishy”  system  that  needed  greater  inlelleclual  rigor  and  adherence  to  higlier  aca¬ 
demic  standards,  llic  target  of  the  critics  of  the  196()s  was  the  rigid,  stultifying,  and 
heartless  pedagogy  that  stifled  creativity,  joy,  and  informal  learning.  A  public  school 
system  which  in  the  1950s  catered  too  much  to  the  interests  and  needs  of  children  was 
now  suddenly  pouring  all  children  into  the  uniform  mold  dictated  by  the  dominant 
establishment  types  that  ruled  an  affluent  society. 

Wliilc  the  schools  were  dehumanizing  the  younger  children  in  the  view  of  the 
critics,  older  students  began  to  rebel  against  the  500-ycar-old  traditions  rrf  tire 
university,  an  institution  that  had  grown  up  with  Western  civilization  itself.  Under¬ 
neath  tlie  surface  violence  and  disruption  that  swept  the  campuses  in  the  late  1960s 
was  a  growing  disenchantment  will)  lire  very  purposes  tliat  had  marked  higher 
education  in  traditional  civilizations  as  well  as  in  modern  societies;  technical  prepara¬ 
tion  lor  government,  military,  and  industrial  bureaucracies;  specialized  intellectual 
competence  in  the  technologies  as  well  as  the  scholarly  disciplines  of  knowledge; and 
certification  rrf  competence  in  the  public  professions  that  served  the  welfare  of 
society. 

The  battle  cry  ot  discontent  heard  “Irom  sea  to  shining  sea”  was  summed  up  in 
the  plaint  that  higher  as  well  as  lower  education  was  irrelevant  to  basic  social  values 
and  had  sold  out  to  tlie  vested  interests  of  the  establislied  order.  The  lines  of  the 
argument  were  carried  to  their  ultimate  conclusion  as  the  attack  was  launched  against 


■’I'nr  II  brilliant  analysis  I'rom  a  glolial  perspeclivi;,  see  Itartiara  Ward  and  Rene  Duhos,  Only  One 
Earth;  the  Care  and  Main  tcnance  of  a  Small  Planet,  Norton,  New  York,  1 972. 
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the  very  idea  of  organized  education  ilself:  (lie  cal!  for  descfiooling  sociely,  doing 
away  with  organized  schools  and  universilies,  resorting  to  informal  or  iionrorrnal 
alternatives,  and  having  a  greater  reliance  upon  television  and  the  mass  media  for 
educational  purposes,  or  conversely,  a  greater  reliance  upon  small,  juusonal,  facedo- 
face  groups,  someliow  free  of  bureaucratic  and  jirofessional  controls. 

All  this  clamor  requires  a  steady  and  hart!  new  look  at  the  history  of  education 
in  relation  to  tlie  organization  and  inanagernenl  of  increasingly  conijilex  societies.  If, 
as  some  social  seers  were  predicting,  the  world  was  moving  into  a  {diase  tfiat  could  he 
described  as  postindustrial,  posturhau,  postdemocral ic,  postmodern,  or  even  [lost- 
civilized,  was  it  also  entering  a  stage  when  organized  ctlucation  was  dispensable?  Are 
we  moving  into  a  postscliool  civilization?  Or  is  that  a  cont rarliclion  in  terms?  An 
answer  to  tliese  questions  requires  not  only  a  hard  look  but  a  long.  k)ok  at  the  course 
of  education  in  human  Iiislory. 

Finally,  a  third  cluster  of  cfianges  retjuiring  a  radical  reinterpretation  in  tlie 
history  ol' education  arose  during  tlie  IhbOs  with  new  concept  ual  tiiemes  that  marked 
scholarly  investigations  in  the  several  humanistic  stiulies  and  social  sciences.  Para¬ 
mount  among  these  themes  was  the  call  for  history  writing  to  drog*  its  parochial 
framework  and  to  broaden  its  perspective  beyond  tlie  local,  the  provincial ,  and  the 
national  to  embrace  the  larger  supranational  civilizations  and  even  tfie  world  ilself. 
Symbolic  of  tliis  change  were  two  irresidential  addresses  at  tlie  American  Historical 
Association,  one  that  marked  tlie  opening  and  tlie  othei  the  closing  ot  tlie  decade  of 
the  1960s. 

In  December  1959,  C.  Vann  Woodward  spoke  of  tlie  avalanches  oi  events  since 
1945  that  imposed  an  age  of  reinterpretation  upon  American  historians: 

These  avalanches  go  under  such  names  as  tfie  eollajise  of  Western  imperial" 
ism,  the  revolt  of  the  colored  peoples  of  Asia  and  Africa,  the  rise  ol*  Fastern 
nationalism,  the  westward  advance  of  tfie  frontier  of  Russian  fiegemony,  and  Hie 
polarization  of  power  between  the  Russian  and  the  American  giants.  All  these 
developments  and  more  have  contrilKiled  to  the  slninkage  of  Fnrojre  in  power 
and  relative  importance,  and  thus  to  wlial  is  profraldy  the  groalesl  of  all 
opportunities  for  historical  reinterpretation.^’ 

Whereas  Woodward  in  1959  stressed  tlie  relations  of  Russia,  iuirope,  ami 
America  in  the  internationalizing  of  history  writing,  John  K.  F’airhank,  in  hisatldress 
nearly  a  decade  later,  stressed  the  need  lo  confront  the  relations  of  (Tiina  and  Asia  to 
America  as  a  special  case  of  the  fact  '‘'that  we  are  all  in  a  world  crisis  of  growl li  and 
change,  explosive  ‘development'  and  violent  ‘modernization e  at  home  and  aliroad."*’ 

Many  among  us  are  trying  to  take  a  next  step:  to  move  from  an  integrated 
European-American  history  to  an  intercultural  and  interconnected  world  fiis- 


^  ‘The  Age  of  Reinterpretation,’Mm£V7:m/  Historical  Review,  vol.  66,  no.  I ,  }>.  1 3,  Ociohor  I  Ufa). 
John  K.  Fairbank,  ^‘Assignment  for  the  liYsF  American  Historical  Review,  vol.  74,  iu>.  ,b  p.  86.1, 
February  1969. 
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tory.  But  this  is  not  an  easy  step  to  take,  it  cannot  be  taken  merely  by  area 

specialists,  intent  on  the  uniqueness  ot  their  areas,  but  only  by  historians  able  to 

sleei  tfieii  way  across  I  lie  36()-degree  ocean  ot  hunian  experience.^’ 

Iliis  emphasis  upon  an  inlerconnected  world  history  means  tliat  a  parochial  view 
of  the  hisloiy  ol  ediicalion  will  no  longci*  do.  1’lie  liistory  of  American  education  must 
not  only  be  ancliored  in  general  American  liistory  but  sliould  be  seen  in  die  setting  of 
the  civilization  ot  the  West  and,  in  so  lar  as  tcasible,  iii  relation  to  tlie  world  setting.  I 
do  not  claim  that  this  book  is  a  world  liistory  of  education.  It  is  not.  I  liave  not 
attempted  to  survey,  summarize,  or  digest  the  histories  of  education  in  the  various 
countries  or  areas  of  tlie  world.  But  I  do  liope  tliat  in  locusing  upon  the  international 
and  intercultura!  origins  of  the  education  ol'  the  West  and  in  turn  upon  its  impact  upon 
some  other  societies  of  the  world,  this  book  takes  a  step  in  the  directicyn  tliat  Fairbank 
pictured  as  tlie  historical  assignment  of  the  !97()s.  T1ie  goal  beyond  tliis  book  is  a  truly 
inteinational  el  tost  to  pioduce  a  worldwide  history  ot  education  tliat  will  view 
national  liistories  of  education  in  a  global  perspective  and  in  their  interrelationships,  a 
cooperative  enterprise  that  the  fraternity  of  educational  liistoriaos  sliould  be  launching 
forthwitli- 

Not  only  has  liistory  writing  begun  to  broadeji  its  purview  of  tlie  civilizations  of 
the  woild,  but  tlie  scveial  social  sciences  liavc  been  marked  by  an  increasing,  concern 
with  comparative  studies  and  with  the  interconnectedness  of  societies  and  cultures. 
Sociologists,  antliropologists,  economists,  and  political  scientists  are  rediscovering  tlie 
compaiative  and  cross-national  concerns  ol  siicli  diverse  nineteenth-century  synthe¬ 
sizers  of  social  thought  as  Durklieim,  Toennies,  Weber,  Marx,  Tylor,  and  Morgan.  They 
are  modifying  tlie  speculative  but  imaginative  formulations  of  tlie  pathfinders  with 
soundly  based  empirical  investigations  and  witli  carefully  drawn  theoretical  con¬ 
structions. 

I  he  new  trend  toward  syntlieses  takes  the  form  of  comparative  studies  of  whole 
nations,  wliole  societies,  whole  regions,  and  the  cross-cultural  analysis  of  such  major 

social  inslilutions  as  bureaucracy,  empire,  elites,  families,  and  education.  Tlie  concern 
now  includes  allculion  to  (he  regularities  and  unilbrniitics  disccrnable  in  various 
societies  and  cullures  as  well  as  the  dilTercriccs  among  them.  Thus,  comparative 
sociology,  compaiative  aulhiopology,  comparative  politics,  comparative  economics, 
and  compaiative  liistory  liave  joined  comparative  philosophy,  comparative  philology, 
coinparalivc  religion,  and  comparative  education  as  subdisciplines,  or  at  least  major 
persistent  interests,  ol  the  several  social  and  humanistic  disciplines. 

One  ol  the  most  significant  results  of  the  conjunction  since  1950  of  the 
revolutions  in  the  world  of  nations,  the  crises  that  have  faced  modern  civilization  in  all 
parts  of  the  world,  and  the  broadening  perspectives  of  scholarship  in  liistory  and  the 
social  sciences  lias  been  a  revival  ol  concern  with  the  major  directions  of  worldwide 
social  change.  Tins  concern  is  not  a  return  to  tlie  easy  optimism  about  the  progress  of 
social  evolution  whicli  had  been  a  touclistone  of  eighteenth-  and  nineteenth-century 
Western  thouglit.  But  it  is  a  dissatisfaction  with  the  narrow  empirical  studies  of 

*lbid.,  p.  871. 
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particular  times  and  places  by  liislorians  and  social  scieiilisls  who  arc  wlurlly  em;rossed 
in  the  study  of  the  small  details  of  closely  resiricicd  social  silualioiis. 

Two  aspects  of  this  elTort  to  study  the  large  rather  than  to  study  the  small  are 
particularly  significant  for  the  history  of  educalioit.  One  is  the  overall  effort 'of 
archaeologists,  anthropologists,  and  historians  to  study  llie  regularities  as  well  as  the 
peculiarities  in  the  transition  from  prehistoric  stages  of  social  rlevelopmenl  to  the 
emergence  of  urban  civilizations  in  various  parts  of  the  world.  'I'lie  oilier  is  the  effort 
of  sociologists,  economists,  political  scientists,  and  liislorians  lo  sliuly  the  uiiifurmities 
and  the  distinctive  dificicnccs  in  social  cluing, c  as  various  trariitiinuri  civilizations  move 
into  modern  lorrns  of  society  and  culture.  The  role  of  eiiucalioii  in  ihe  original 
civiiizalion-hui Iding  process  can  only  be  hinterl  at  in  the  iiilroiiiielory  jrart  of  this 
book,  but  the  role  of  edircation  in  Ihe  origin  of  Ihe  eivilizalioii  of  the  West  and  its 
subsequent  modernization  in  more  recent  times  are  the  main  Ihemesof  Ihe  hook.  The 
interdisciplinary  study  of  the  modernization  process  that  beg, an  in  Ihe  sueieiies  of  the 
West  four  to  live  hundred  years  ago  and  that  is  taking  place  today  in  so  niaiiy  parts  of 
the  world  is  a  must  for  tliose  wlio  would  view  the  history  of  Westerir  erhtcalioii  in  its 

most  fundamental  social  and  cultural  setting. 

This  book  is  an  ellort  to  lake  a  long  and  comprehensive  look  al  what  the 
education  of  (he  West  has  meant  for  the  developmeiil  of  its  own  civilization  and  for 
the  development  ol  some  ol  (lie  civilizations  lieyond  tlie  West.  Despile  ils  lengih  it  can 
be  httle  more  than  an  extended  inlerpiclive  essay  on  ilie  meaning  of  (hat  develop¬ 
ment.  It  cannot  be  a  detailed  descriptive  history  nor  an  eneyr'lopedic  lesoiirce  of 
factual  inlormation.  To  do  justice  to  the  (heme  woirhl  lake  a  niullivoliiine  liislory 
wliich  I  hope  can  eventually  be  done.  Bui  meanwhile  I  hclieve  llieie  is  great  merit  in 
tlte  effort  to  survey  tlie  total  development  of  such  a  major  llteme  in  a  single  voiuinc. 

have  tried  to  avoid  the  obvious  lauil.s  of  u  survey  llial  jump.s  lii’hlly  or 
superficially  from  one  topic  or  place  to  another  ami  crams  the  pages  full  of  rielailed 
facts.  I  have  tried  to  make  it  truly  a  survey  in  the  .sense  ilial  the  aiillioi  and  reader 
together  will  level  their  sights  upon  the  general  coriloiiis  and  boiimlaiies  of  the 
fustoncal  terrain  with  a  view  lo  formulating  new  insights  coiiceniiiig  lire  paths  that 

education  and  civilization  have  travelled  together. 

Tliis  book  intends  lo  ask  the  question  of  history,  “What  has  ireeri  Ihe  role  of 
education  in  the  making  ot  the  traditional  civilization  of  the  West  and  in  transforming 
the  civilizations  of  the  world  into  modernity?''  It  does  not  expect  lo  cxlracl  an  easy 
answer  from  Clio,  who  has  not  been  observed  lo  be  particularly  animated  in  musing  on 
this  theme.  But  it  does  hope  for  her  approving  nod  in  tlie  search. 


R.  /''rccinati  Butts 
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CHAPTER  I 


A  CONCEPTUAL 
FRAMEWORK  FOR 
STUDYING  EDUCATION 
IN  HISTORY 


A.  THE  DILEMMA  IN  HISTORY  WRITING:  GRAND  DESIGN 
OR  DESCRIPTIVE  NARRATION 

A  basic  dilenTma  faces  a  writer  who  assumes  the  task  of  dealing  with  the  long 
perspective  of  human  fiistoiy.  One  possibility  is  to  iiit  upon  a  grand  design  or  tlicme 
that  will  give  comprelicnsiblc  order  to  tiie  past,  lead  the  reader  tlrroiigh  masses  of 
apparently  incofierent  data,  and  tlius  Iielp  him  to  arrive  at  a  meaningful  iindcrstanding 
of  man's  perplexing  journey  on  tins  planet.  Another  possibility  is  to  concentrate  upon 
a  descriptive  narration,  simply  to  describe  the  past  in  narrative  form  and  let  tlie  facts 
speak  for  themselves. 

In  general,  two  types  of  grand  design  have  been  most  popular  in  tlie  scholarly 
literature  of  history,  the  luimanities,  and  the  social  sciences:  one  consists  of  recurring 
cycles  of  ups  and  downs,  tlie  other  leads  a  straighter  or  unilinear  course,  iisually 
upward.^  For  centuries  it  has  seemed  likely  to  many  writers  that  tlie  recurring  life 
cycle  tliey  observed  in  natu  re  or  in  the  careers  of  individual  men  could  well  be  applied 
to  the  growth,  maturity,  and  decline  of  societies  and  of  whole  civilizations.  Subtle  and 
complicated  variations  on  tlie  cyclical  theme  range  all  the  way  from  tfiose  of  ancient 
Greek  historians  and  pliilosophers,  through  tliat  of  tlic  Italian  Vico  in  the  eighteenth 
century,  to  those  of  the  giant  system  builders  of  recent  times,  Hegel,  Spcngler, 
Toynbee,  and  Sorokin, 

The  other  main  type  of  grand  design  explains  human  liistory  as  an  evolutionary 
process  of  change  in  which  all  societies  proceed  basically  through  similiar  stages  of 
growth,  all  heading  in  the  same  general  direction.  Tlie  most  innuential  of  tliese  themes 
of  unilinear  evolution  has  been  the  idea  of  progress  whicli  was  widely  publicized  by 

^  For  examples  of  these  views,  sec  Bibliograpliical  Notes,  pp.  572--573 
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Western  European  pliilosopiies  ol'  llie  eigfilcenili  century,  and  incorpnratcd  into 
nineteentli  century  sociological  and  anlhr<)i)oloiucal  iilciatmc  by  rt)niti\  Spencer 
Morgan,  Tylor,  and  ol.liers.  Variations  on  this  thcinc  l(nmd  tfien  way  into  liisiory' 
literature,  pliilosopliy,  and  psycfiology,  as  well  as  in  to  biology  and  the  social  sciences' 
If  cyclical  theories  of  human  Instryry  have  tended  to  express  pessimism  about  the 
present  and  luture  ol  mankind,  tlie  tlieories  ol  progress  and  mnlinem  evolution  have 
generally  been  optimistic  about  tlie  ultimate  f)ossibilitics  orimman  improvement. 

In  recent  decades,  however,  scliolars  in  history  and  the  social  sciences  have 
grown  increasingly  wary  of  the  grand  tiesign  as  an  approacfi  to  the  explanation  of 
man's  behavior,  and  have  begun  to  rely  more  and  more  lieavily  ujion  tlie  |)ainstakine 
methods  ol  empirical  science  to  achieve  reiia!)le  and  valid  descriptions  of  individual 
and  social  behavior.  In  the  middle  of  the  nineteenth  century,  histi)riog,rapby  received  a 
tremendous  inlusion  ol  scientism  Irorn  several  (derman  historians,  notal'ily  I  eojiold 
Von  Raidse,  who  argued  persuasively  that  historians  could  tlescnbe  the  past  as  it 
actually  wash  oidy  tliey  laithtidly  adhered  to  rigorous  scientilic  methods. 

History  is  still  being  lought  over,  on  one  side  by  the  humanists  with  their 
aftinity  tor  literature,  religion,  and  philosophy,  and  by  the  social  scientists  on  (he 
other  with  their  alTinity  for  the  methods  of  the  physical  and  biolorgcal  sciences. 
Historians  themselves  are  divided  as  to  wfietlier  history  is  an  ait  or  a  science  or  the 
queen  ol  both  together.  The  dominant  scholarly  atmosjihere,  iiowever,  in  many  an 
American  academic  hail  ol  professional  historians  is  well  rlesciibed  l)y  John  Ifighaim 

to  achieve  a  thoroughly  |)ositivistic  history,  tlu'  prolessiomds  put  great 
emphasis  on  critical  examination  of  original  texts,  on  cfieckmg  evidence,  and  on 
bibliogiaphical  apparatus,  'fo  penetrate  as  deeply  as  fiossibie  into  past  events, 
they  welcomed  specialization  and  wrote  monographs  on  carelully  limited  suh« 
jects.  lo  cleanse  scholarship  of  the  subjective  coloration  of  the  tiistonanfs  own 
personality,  the  professionals  endeavored  to  banisli  the  fmietion  ,  ,  ,  of  passing 
nurral  judgments  on  men  and  movements." 


Doctoral  research  studies  and  lexibooks especially  have  lullovvcd  Ihc  lempliii!’  road  of 

simply  “telling  Ihe  slory"  of  the  past  as  accuralely  as  possible,  in  ordei  In  mainlam  Ihe 

stance  of  objectivity. 

In  the  eltort  to  come  to  terms  with  the  long  history  ormaiikiiul,  Ibis  hook  will 
try  to  avoid  the  temptation,  on  one  hand,  to  look  tor  easy  nr  neat  schematic  (hemes 
that  do  violence  to  empirical  data  and,  on  Ihe  other  hand,  simply  to  desmihe  what 
seem  to  be  the  important  facts  and  trends,  not  worrying  about  syntliesi/im-  i-eiierali/,a- 
tions  or  the  meaning  of  the  story.  This  book  rests  upon  David  Pidter’s  conclusion  lhat : 


•  •  •  the  historian  really  cannot  abstain  from 
escape  theory.  The  choice  before  him  is  not  between  a 


gene  ruli/a  lion  and  e  anno  I 
"factual”  and  a  ‘Uheoreti 


^John  Higham  (ed.), 
1962,  p.  18. 


The  Reconstruction  of  American  History,  tkirix-i  I'orclihooks,  New  York, 
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cal  approach  but  between,  on  the  one  hand,  theoretical  assumptioiis  which 
have  been  recognized  and,  so  tar  as  possible,  made  rational  and  explicit  and^  on 
the  otliei  luind,  unrecognized,  ha  It  •'hidden  assumptions  which  remain  unordered 
and  chaotic."^ 


This  book  will  attempt  to  avoid  alike  tlie  cosmic  overviews  and  grand  generaliza¬ 
tions  long  favored  by  tlieologians,  metaphysicians,  and  specula! ive  sociologists  as  well 
as  the  wornrs  eye  view  and  tlie  sheer  empirical  narrative  favored  by  purely  descriptive 
historians  and  social  scientists.  The  descriptive  materials  will  be  based  as  far  as  possible 
upon  the  facts  contained  in  empirical  studies  produced  by  close  students  of  Ihstory 
and  the  social  sciences  wliose  concern  has  been  primarily  not  to  inspire,  to  bring  about 
change,  or  to  save  souls,  but  to  describe  human  events  accurately.  At  tlie  same  time,  it 
Will  rely  upon  a  theme  of  explanation  tliat  will  aid  in  the  understanding  of  the  history 
of  Western  ediicalion  and  its  impact  beyond  tlie  West.  TTie  efldrt  will  be  made  to 
organize,  interpret,  and  give  order  to  tlie  materials  wliich  liave  been  selected  from  an, 
overwfielming  mass  o!'  historical  ^^stuff^  by  formulating  wliat  Stuart  Hughes  called 
^Aeiitral  grouping  symliols^^  or  conceptual  schematizations  tliat  fit  ^‘•the  pieces  of 
historical  data  into  an  organized  I'orm  in  lerins  of  process  or  structure."'’ 

llie  til  erne  I  have  diosen  I'or  treating  the  liistory  of  Western  education  is  the 
process  of  civilization  building.  It  is  a  theme  as  old  as  written  liistory  itself  but  whose 
rationale  is  now  deeply  rooted  in  recent  scholarly  studies  in  history  and  the  modern 
social  sciences;  it  is  as  new  as  the  conternporary  coiilVorUation  between  tlie  developed 
and  the  less  developed  nations,  ilie  latter  inhabited  by  people  demanding  an  education 
that  will  bring  to  them  a  greater  sliarc  in  the  benefits  of  modern  civilization.  It  is  a 
theme  that  views  tlie  history  of  education  as  an  aspect  of  a  coherent  ilicory  of  social 
change  as  well  as  an  integral  part  ol  the  cross  section  of'a  particular  time  and  place  in 
the  past.  On  one  liand,  it,  takes  account  of  th,e  long  periods  of  social  stability  and 
cultural  continuity  in  which  education  played  essentially  a  conserving  role,  aiuh  on  the 
other  hand,  il  lakes  acc(,)i!nt  of  the  periods  wlieii  hindamental  social  cliarige  and 
cultural  upheaval  led  to  tfie  major  human  transl'ormations  in  wliich  education  played  a 
lormative  role.  It  is  a  tlieme  wliich  combines  the  interpretative  values  of  a  grand  design 
approacli  to  the  study  of  history  with  the  empirical  values  of  sound  descriptive 
narration. 

Fhe  term  dPilizatioii  is  admittedly  a  difficuit  term  for  ifiose  in  tlie  Western 
world  to  use,  because  it  lias  acquired  so  many  pejorative  connotations  of  contrast 
between  higlier  and  lower  cultures  and  between  superior  and  inferior  peoples.  These 
connotations  have  been  bequeathed  to  us  in  the  West  largely  by  the  eighteenth  and 
nineteen  til  centuries.  Tlie  pliilosoplies  of  Western  Europe  were  at  great  pains  to  draw 

'^Edward  N.  Savetti  (ed.),  A  fnerican  Historv  and  the  Social  Sciences,  pree  Press,  New  Yerk  P)64 

p.  22. 

Stuart  Hugties,  ^“Thc  Historian  and  the  Social  Scientist,” /I wmcwu  Historical  Review,  vol  66, 
no.  I,  p.  26,  October  1960. 
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the  contrasts  between  their  own  age  of  “enliglileiied"  eivili/atioii  and  die  preceding 
period  of  “barbarism”  of  tlic  very  dark  Middle  Ages  in  Inirope.  ’riie  giani  rounders  ol' 
anthropology  and  sociology,  Comte,  Spencer,  Morgan,  Tylor,  and,  in  general,  the 
social  evolutionists  used  the  term  to  conirasi  the  arivanceil  or  high  cnllines  of  the 
peoples  of  the  West  (themselves)  with  llie  backward  or  low  cnllurcs  of  savaae  and 
barbarian  peoples  id'  the  non-VVcsl  who  were  still  assumed  to  he  in  earlier  sl.a'pes  of 
human  development  and  tlins  had  not  yet  progressed  In  the  higjiei  stages  ot  lanopean 
civilization.  For  some  two  hundred  years,  popular  as  well  as  .seliolarly  writers  weighted 
down  the  term  with  assumptions  that  the  civili/eil  while  peoples  ol'  the  West  had  a 
mission  to  carry  their  civilization  to  the  micivilizerl  peoples  of  the  iionAVosI  who  were 
predominantly  black,  brown,  red,  or  yellow. 

The  word  civilizaHon  thus  has  had  a  long,  confiiscd,  and  involved  liislory,  as 
have  most  imporlani  words. ^  Asa  result,  civilizal ion  as  a  iisetiil  eoiieept  lost  gioniul  in 
the  world  of  schohirsliip  because  of  (he  impreeisinn  and  die  nalionalislie,  racial, 
religious,  or  metaphysical  overtones  given  to  il,  especially  at  (he  hands' of  Vhe 
proponents  of  a  grand  dc.sign  in  liistory.  A  product  ot  (he  eigjiteenth  and  ninelcenlh 
centuries,  it  was  e,schewed  by  many  empirical  .scholars  during,  rmieli  of  the  Iwentieth 
century. 

In  recent  years,  however,  the  term  avilizaiinii  has  gradually  Iieeri  divested  of  its 
ethnocentric  Westernism,  its  comiolalions  of  racial  or  national  snixu iorily,  and  its 
metaphysical  or  speculative  ciualily.  It  has  bei-im  to  accpiire  a  surer  loiiiulalion  in 
empirical  and  substantive  scholarship  in  (he  social  sciences  as  well  as  m  llie  hnmaiiilios. 
Signilicant  and  solid  conirihulions  have  been  made  to  the  eoiicepl  liy  archeologisls, 
ethnologists,  sociologists,  political  scienlists,  and  hisloriaiis.  Divested  ot  its  nineteenth 
century  ethnocentric  and  racial  connotalions,  Ihc  lorin  vivilizaiiou  can  now  Ire  [irolit- 
ably  used  to  apply  to  tliosc  Iransforming  processes  of  social  chanj-g  marked  sigiiili- 
cantly  by  urbanization,  social  dilTcrcnlialion,  political  insliliilionali/alion,  and  writlcn 
knowledge.  For  this  reason  I  now  believe  it  is  parlicniarly  rnsefril  lor  the  inleiprelation 
of  education  in  history. 

Despite  the  dilficiiltics  inherent  in  sncli  broad  nenerali/alions  and  the  dangers  of 

oversimplification  with  respect  to  extremely  complex  mailers,  my  prcfeiciice  i.s'to  say 

that  the  greatest  translormations  in  the  liirman  career,  as  they  involved  eduealiori,  have 
been  three: 


1.  The  evolutional^  process  during  which  prehumaiis  came  to  form  human  folk 
societies.  (For  a  summary  see  Section  D,  tliis  chapler.) 

2.  The  civilization  proce,ss  during  which  folk  societies  adopted  or  are  still  taking 
on  the  charactenstics  oi  urban  literate  society  and  culUue.  (For  a  summary  sec 
Section  A,  Chapter  2.) 

iradilional  I'olk  societies 
""  characleri.stics  of 

modem  civilization.  (For  a  summary,  see  Section  A,  Chapter  6.) 

BML^aphical’Nofes^’pp"'^^^^^  and  its  newer  cnipirieal  Inumlalions,  see 
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Civilization  is  a  worldwide  matter;  it  embraces  tlie  second  and  third  major 
transforindtions  oi  mankind.  Its  major  characteristics  will  be  outlined  at  the  beginning 
of  Chapter  2.  Just  a  lew  introductory  words  will  be  devoted  here  to  each  of  these 
three  major  transformations  and  the  resultant  developmental  stages  that  have  charac¬ 
terized  human  history.  This  book  cannot  deal  substantially  with  education  in  the 
evolutionaiy  proce.ss,  but  a  fuller  elaboration  of  the  role  tliat  education  has  played  in 
the  building  ol  traditional  civilizalion  and  modern  civilization  constitutes  the  maior 
framework  for  this  book. 

The  Rrst  great  transformation  in  man’s  career,  Ihe  long  evolutionary  process 
which  lasted  lor  one  or  two  million  years  (some  archeologists  now  say  live  million 
years),  marked  the  lime  during  whicli  preluiman  hominids  became  human.  When  homo 
sapiens  appealed  some  20,000  to  .‘>0,000  years  ago,  the  biological  evolutionary  process 
of  becoming  liuman  was  for  all  practical  purposes  completed.  The  resulting  general 
stage  ol  human  society  altcndanl  upon  Ihe  appearance  oi  homo  sapiens  consisted  first 
of  wandering  ways  of  life  based  upon  hunting,  gatlicring,  and  collecting  food  and  then 
of  more  settled  ways  of  life  leading  to  the  production  of  food,  whether  in  village¬ 
farming  communilics  oi  by  the  pastoral  care  ol  animals.  Archelogists  have  long 
distinguished  the  food  gathering  types  of  societies  by  calling  them  paleolithic  and  the 
food  pioducing  societies  neolilliic.  bor  purpo.scs  of  llic  history  of  education  I  prefer  to 

put  both  types  togctlicr,  as  Robert  Redfield  does,  and  think  of  both  gencrically  as  folk 
societies. 

Despilc  the  undoubtedly  great  difference  between  the  two  forms  of  folk  society 
with  lespect  to  their  tools  and  weapons  and  their  means  of  subsistence,  they  both 
appaienlly  had  in  common  educational  processes  that  were  structurally  undifferenti¬ 
ated  and  Linspccializcd,  and  they  were  surely  nonlitcrate.  What  these  educational 
processes  were  like  in  prehistoric  limes  remains  largely  in  the  realm  of  inference  and 
speculation,  but  it  seems  clear  that  the  trend  of  thought  among  prehistorians  today  is 
to  give  more  weiglil  to  Ihe  cultural  role  ol  knowledge  and  education  and  to  changes  in 
social  institutions  as  lormativc  aspects  ol  the  transition  from  wandering  folk  societies 
to  settled  lolk  societies  rather  than  to  attribute  tlie  clumgcs  solely  to  technological 
developments. 

The  second  great  Iranslormation  in  the  human  career  was  the  civilization  process 
whereby  farmers,  herdsmen,  and  warrior  bands  became  city  builders  and  urbanizers.  In 
die  pioccss  ol  building  civilization,  social  institutions  became  differentiated  and 
specialized,  writing  was  invented,  and  knowledge  and  education  were  organized  and 
loimalizcd.  This  translormalion,  oltcn  called  the  urban  revolution  by  archeologists 
has  by  no  means  been  completed  throughout  the  world.  Allhough  lliere  are  relatively 
lew  isolated  communities  which  today  have  had  very  little  contact  with  either 
traditional  or  modern  civilization,  folk  society’s  ways  of  life  do  live  on,  albeit  to  a 
decreasing  extent.  1  find  it  useful  to  call  the  resulting  second  stage  of  human  society 
the  stage  ol  traditional  civilization,  based  as  it  was  and  is  upon  literate,  urban  ways  of 
life  which  were  first  generated  in  Southwest  Asia  around  3500  B.  C.  and  subsequently 
during  the  following  two  to  three  thousand  years  in  Egypt,  India,  the  Aegean  and 
Greece,  China,  Middle  America,  and  Peru.  (See  Figure  1.1  ^Thc  Generative  Civiliza- 


The  Generative  Civilizations 
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lions.)  By  and  large,  organized  institutions  of  education  were  major  characteristics  of 
traditional  civilizations. 

The  third  great  transformation  of  man  is  the  modernization  process  whereby 
civilized,  urban  builders  developed  new  modes  of  production  and  dbtribution  of  goods 
based  upon  the  use  of  inanimate  power  and  more  efficient  tools,  and  new  social 
institutions  increasingly  nationalized,  secularized,  and  popularized.  This  modernization 
process  began  as  early  as  500  years  ago  in  parts  of  western  Euirope  and  took  the  form 
of  the  industrial  revolution  some  200  years  ago.  Traditional  forms  of  civilization  in 
other  parts  of  the  world  have  been  affected  by  tlie  modernization  process  only  in  the 
past  50  to  100  years;  in  some  parts  of  tlie  world  the  process  has  only  just  begun.  At 
the  basis  of  tlie  resulting  tliird  stage  of  human  development,  modern  civilization,  are 
widespread  systems  of  organized  education. 

We  may  be  at  tlie  beginning  of  a  fourth  great  transformation  in  the  liunian 
career,  a  process  whereby  modern  man  is  becoming  cosmopolitan  man.  Tliis  process  is 
made  possible  by  a  tecirnological  and  organizational  revolution  based  upoii  universal 
education  and  upon  electronic  I'orms  of  information  gathering,  storing,  retrieval,  and 
dissemination,  as  well  as  upon  electric  and  nuclear  power,  which  have  produced  an 
enormous  increase  in  tlie  speed  of  transmission  of  energy  and  transportation  of 
material  tilings.  Wliatcver  tlie  fourth  stage  in  iTuiiian  society  may  come  to  be  called, 
worldwide  ecumene  or  postmodern  civilization,  it  will  require  a  suitable  education  to 
bring  it  into  being  and  to  sustain  it. 

For  more  tlian  5,()()()  years  the  process  of  civilizatioti  building  has  been  appear¬ 
ing  at  different  times  and  places  in  various  parts  of  the  world;  and  for  500  years  the 
process  of  modernization  has  been  proceeding  quite  linevenly  around  the  world.  As  a 
result,  some  whole  societies  today  can  be  cliaracterized  as  predominantly  modern  or  as 
predominantly  traditional.  At  the  same  time,  even  the  most  traditional  of  contempor¬ 
ary  civilized  societies  now  have  some  modern  forces  or  modernizing  agents  at  work  in 
them.  At  tlie  other  extreme,  tlie  most  modern  of  contemporaiy  societies  contain 
pockets  where  t  raditional  ways  of  li  fe  continue  relatively  untouched  by  the  moderniz¬ 
ing  forces  in  the  society. 

The  contemporary  world  thus  witnesses  tlie  coexistence  of  the  second,  tliird, 
and  possibly  the  fourtli  stage  of  liuman  development.  Even  tliougli  tlicre  are  few,  if 
any,  pwre  folk  society  groups  let't  anywhere  in  the  world,  the  historical  process  by 
wliich  precivilized  folk  societies  are  touched  and  changed  by  civilization  continues  to 
operate;  tliis  modernization  process  not  only  continues  but  is  accelerating  throughout 
the  world.  The  role  ol' education  in  these  major  transformations  of  tlie  human  career 
has  never  had  tiie  attention  it  deserves.  The  formative  Influence  of  education  in  the 
process  of  civilization  building  in  its  traditional,  modern,  and  worldwide  forms 
deserves  a  fiard  and  creative  look.  Unfortunately,  this  book  cannot  tell  tlie  wliole 
story;  it  can  only  guess  at  it,  as  it  some  day  may  be  told  alter  a  great  deal  of 
painstaking  and  imaginative  research  in  historical,  comparative,  and  international 
education  has  been  carried  forward. 


EDUCA  T/ON  AND  THE  Cl  VIU/.A  TION-IWU.DINO 


•  ''  ™E  a  VI LIZA  TION-nUlLDINO  PROCESS 

B.  RESOLVING  THE  DILEMMA:  CIVILIZATION 
BUILDING  AS  THEME 

Wiat  this  book  attempts  to  do  is  to  use  the  theme  of  civilization  buildinn  in  (he  elTort 
0  give  to  the  histoiy  of  Western  education  a  perspective  and  rationale  tint  h 
lacked,  a  sense  ot  historical  movement  that  incorporates  both  tiie  clement' of  coJ 
iiiuity  and  the  element  of  social  change.  For  civilization  is  a  proce.ss  of  bccomiin  not 
imply  a  state  of  existence.  Tiie  moving  and  dynamic  character  of  the  civili/ntion 
process  makes  it  particularly  illuminating  as  a  theme  for  (he  hislorv  of  edm-ni  "  r  " 
It  is  peculiarly  useful  in  linking  tlie  past  to  the  prc.sent  The  nm  ./  ‘  ‘or 

as  It  spreads  to  every  part  of  the  globe  ‘  ^  ^  ^ 

movement  o[  rural  Puerto  Ricans  and  American  lilatLs  (o  New  York  Cilv'^oi  the 

. -f„,:sT;:7:r™7“,r' 

continued  as  HellenLii  dties  radiiM  o"’fr“"'' m 

change  more  inclusive  than  nation  buM^  It  wLronT^r*"^ 
characteristics  transcend  and  pmhrir'fl  ■  /i-  befoie  nations  existed;  its 

education  couir.XttaisX  and  X""  "»  »f 

civilization:  a  worldwide  ecumenp  rpi  ■  cultures  to  arrive  at  a  genuine  world 
thought,  guiding  urban  technolneiral  rational  and  scientific  methods  of 

and  enlightened  conditions  of  life.  ’  societies  toward  more  humane 
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Finally,  the  theme  of  civilization  building  as  a  historical  |iroccss  is  useful 
interpreting  the  history  ot  Western  education,  because  education -^las  been 
continues  to  be,  one  ot  the  prime  formative  instruments  by  which  ci^izift*OTi 
transmitted  and  renewed,  whether  (hat  transmittal  be  from  one  generation  toTl^iext 
or  from  one  society  to  another.  The  formative  innuence  of  education  in  the  makimT  of 
civilization  i^s  as  old  as  the  story  of  the  temple  priests  of  Sumer,  the  scribes  of  Egypt 
the  gurus  ot  India,  or  the  Sophists  of  Atliens;  it  is  as  new  as  the  opening  of  a  village 
A?r  building  of  a  secondary  school  in  an  outlying  province  of 

Afghanistan,  the  relorm  ol  a  teacher-training  college  in  the  highest  Andes  of  Peru  (he 

projector  UNESCO^^  Prog'-ams  of  a  hundred  nations,  or  the  illiteracy  eradication 

Looking  upon  education  as  integral  to  (he  process  of  civilization  building  may 
even  aid  in  the  understanding  of  civilization  itself,  for  one  of  the  es.scntial  characteris¬ 
tics  ol  civi  ization  has  been  formal  education.  As  mankind  devised  ways  to  lake 
deliberate  charge  ol  his  allairs  rather  titan  simply  to  conform  to  liis  surroundings  as  he 
learned  to  live  in  cities  and  with  cities,  as  he  sought  to  organize  his  ideas  rathe’r  than 
simply  to  lepeat  tales,  as  he  began  to  write  down  his  ideas  as  well  as  to  pass  them  on 
oially,  and  a,s  he  was  able  succe.ssfully  to  direct  social  change  in  some  deliberately 
planned  diicclion  he  became  civilized.  As  mankind  became  civilized,  he  found  tliat  he 
must  each  and  learn  more  .systematically,  more  regularly,  and  for  longer  periods  of 
time  than  had  been  necessary  in  his  precivilized  folk  way  of  life.  Wlicreas  precivilized 
societies  could  manage  with  informal  educational  means  alone,  formal  education 

became  a  necessity  m  civilization.  Formal  education  was  first  and  foremost  a  product 
of  an  urban  way  ol  lile. 

In  Its  vciy  essence,  then,  (he  civilizing  process  is  an  educative  process.  Formal 
education  aro,sc  witli  the  first  civilizations;  it  has  flourished  in  traditional  civilizations; 

1  Ukes  on  special  signilicancc  in  the  modernization  of  traditional  societies.  1  believe 
that  people  cannot  achieve,  maintain,  or  improve  tlicir  modern  urban  existence 
without  highly  developed  forms  of  education. 

In  its  most  general  terms,  education  is  tlic  conscious  intent  and  deliberate  effort 
of  one  person  to  impart  knowledge  to  another,  to  inllucnce  his  manner  of  thinking,  to 
guide  lirs  behavior,  to  shape  Ids  values  and  attitudes,  or  to  develop  his  skills.  It  may 
include  these  mlcnlions  and  efforts  in  various  proportions,  but  the  expectation  is  that 
It  wdl  produce  enduring  and  effective  results  in  the  learner.  Of  course,  education  may 
invo  VC  moic  than  one  person  as  Icaclwr  and  more  tlian  one  person  iw  Iniriicr  Or  it 
may  mvo  ve  the  deliberate  and  systematic  efforts  of  a  person  to  educate  himself.  In 
formar**  sciences,  informal  education  is  often  distinguished  J'rom 

nr  CO  ‘^^'‘‘‘^‘“ion  involves  teaching  or  instruction  that  is  likely  to  be  incidental 

P  imaiy.  larents,  lamily  members,  adult  warriors,  farmers  or  hunters,  storytellers 

■dl  n  aV“ma'  ,  ,'f ‘^''‘^^>11,  governments,  factories,  businesses,  churches,’ 
ah  may  each  by  conveying  knowledge,  shaping  attitudes,  or  transmitting  .skills  as 
they  conduct  their  regular  business,  whether  (hat  be  the  never-ending  acUvities  of 

political,  economic,  social,  and 
lyous  allaiis  ol  a  society.  Intormal  education  may  be  unspecialized,  spasmodic,  and 
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unsystematic  in  its  methods;  yet,  in  its  pervasive  influenee  il  mav  he  almosi  eoexlen 
sive  with  the  meaning  of  ciiKure  itself,  defined  as  the  distinct ive' pat  lenis  ot  symbok’ 
ideas,  values,  attitudes,  and  beliefs  that  are  liisloi  ically  derived,  learned  share, |  •,n,i 
tiansrnilled  lor  the  guidance  of  the  hehavior  ol  ilie  people  m  ,i  paiti,  iilai  soeiety 

By  contrast,  formal  education  is  ii.sually  defined  as  leachiii|.or  msiruclioii  that  is 
icgulaii/cd,  sysleinatizcd,  and  organized  into  programs  of  teaching  and  learnini!  at 
idenh  table  times  and  places,  It  is  normally  coiulncled  by  prolessimial  teachers  who 
specialize  in  the  lunction  of  education  or  to  whom  the  liinction  is  deleg, ateil.  h'omril 
ins  itutions  ol  education  envisage  leaching  as  the  primary  purp,i.se  of  ilieir  exisiciice 

rather  than  an  incKlcntal  lunction  de, signed  and  carried  on  to  serve  s.niie  other 

purpose. 

The  distinction  between  formal  and  informal  edricalinn  is,  however,  not  always 
easy  to  make  or  keep  clear.  Schools,  universilies,  miiseun.s,  aeaile.me  .socie , ie.s  ml! 
libraries  are  generally  recognized  as  formal  inslilulions  of  eduealion.  ■riieir  hicilo 
nianagement,  and  goals  have  varied  widely  in  liislorv.  Seliools  and  advaneed  inslilu-' 
lom  ot  education  have  been  nm  by  scribes  and  priests,  .guilds  and  royal  courts 
mdus  ncsaiK  trade  unions,  individuals  and  political  parlies,  as  well  as  by  governments' 
uidics,  and  voluntary  agencies.  In  this  book,  by  and  large,  i  shall  have  more  to  say 
abou  the  operahon  of  the  lormal  instilufioiis  of  edncalion  as  lhe.se  mleracl  with  (heir 
societies  and  cultiire  than  about  the  total  complc.x  of  informal  ways  in  vvhieli  a  ciiiliirc 
e  ucates  Its  people.  Yet,  I  shall  give  much  attention  lo  the  inov  .nenls  , 

. . . 

tnriir\  I  •  -r  •  ‘^uccIeKiting  ihe  ruodcrni/aliDi!  of  die  conlemponrv 

ZoZfhuZZuZLZ "" . . . . 

tion  Theodore  r-iislAAi,  rmr  ^  ic  ciioit  lakes  the  lorm  ol  a  social  organiza- 

an  sr  z:;::  . . 

undZZ  s- f 'f 

can  be  viewed  as  social  systems,  kach 'coi  ski  0^0! 

identifying  characteristic  nliisT  cAf  A  f  1  <■  ^  f  ^  ■'  ^‘■  l  ol  persons  wilh  an 

mtemcuon."’  These'  “Z  „?  „cZ?  T 

P  the  teaclicr  and  sludcnLs  wiio  rc- 

J^eodore  &  World,  New  York,  1964,  p.  1. 
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peatedly  interact  with  each  other  in  identifiable  and  continuing  ways  The  collective 
identity  IS  usually  the  name  of  Ihc  school  or  (he  mi  ^ 

include,  m,.!,  leucl.crs  and  .l„d«s  wl”  a"-  “T'  T'" 

program  of  aclivily  iududcs  II, e  cmaiculu.,,,  i|,o  plai,  o  ' emdr  'i.d  itc  SiH  "l  ’r" 

meeting  together  in  an  orderly  and  rcruh,  man,  'or 

. .  apply  lo  .1,0  admlaai,,,.  a'ud "nZ,- ,  .I.ZdTwc;; 

rec,i,,m,c„t,  l,a„„„g,appoi„l,„e„l,  |>„„„„lio„, and  ,c„i„c  ,,1'leacl.crs .  " 

Rcce,,r;z;™  z;z„r::r  :;r^ 

formal  and  Infornral  ,„  (he  s!„„e  m ''""S ‘»'Sa'i'aat'<ina  are  bolh 


C.  MANKIND’S  WORLDWIDE  PASSAGE  TO  CIVILIZATION 

In  the  elforl  to  arrive  at  a  schema  for  (lie  inlcrprelation  of  the  history  ofeclucation  I 

fo  h',™  ,7Z;,a  :  ‘"‘;.^»*‘'rou„<.  „r  Ihe  long  a„eep  oOromZi  ; 

Horn  hunting  and  gathering  societies  to  farming  and  pastoral  societies  to  civiliyed 

urban  societies,  rid  tornodcrn  industrial  societies 

fo  ehrz:;:z:z^:ti:r;zzr :  ;:z:t:zzr 

sahsfy  an  expert  archeologist  or  anthropologist,  but  it  is  based  upon  recc’nt  pub  shed 
rr  7  No  matter  what  discrepancies^^dc'all  there 

mimistakeabie"'" 

Ic'nli'mhtfK.y',  '1"',"'''?"  >"  "»  >■'' i.  c.'.rnucophu,,  Z! 

-z;,zz;z:.f;r'‘::i;zzr:;;:rr;:;fz 

ins,i,nm;,,p;;;o;r,ii^mS;zz^^^^^^^ 

Znge,  ci,s,::i:,:5  zri,,:.i,rz 

^Ibid.,  p.  22. 

^See  Bibliographical  Notes,  pp.  573-575. 


Figure  1 .2  Mankind’s  Worldwide  Passage  to  Civilization 
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tion  of  political  affairs.  As  wc  approacfi  (he  open  ciul  of  (he  horn  ol'  |'>lenly,  (he  radical 
increase  in  size  reilecls  (he  wfiole  complex  of  nioderii  revolutions  oinl^raced  by  such 
unlovely  but  pregnant  process  lennsas  inhanizalion,  iiuhisli lali/alion,  iialioiuilizatiuti 
internationalization,  inlellectiial  speciali/ation,  scieni ifieat K)n,  (echnicali/alion,  secu¬ 
larization,  mass cornirninication,  and,  inevitably,  ''ediicalionali/alion.'' 

The  cornucopia  ol'  civilization  symbolizes  (hat  luirnan  soeielies  in  (act  have 
vastly  increased  their  culture  content  and  knowledge,  produced  more  ol  (he  goods  of 
life,  and  supported  larger  populalions  in  the  later  stages  than  was  possible  in  the  earlier 
stages.  This  is  not  to  say  that  the  large-scale,  modern  end  of  the  liorn  of  plenty  is 
necessarily  better  than  the  small-scale,  traditional  end.  Ikit  (he  thfference  m  scale  is 
there,  it  is  vastly  important,  and  education  lias  had  much  to  do  with  it.  Whether  the 
open  end  of  the  cornucopia,  now  representing  the  f)olential  fdenly  of  modern 
civilization,  will  eventually  enlarge  to  embrace  a  worldwide  civilization  will  rest,  in 
part  at  least,  in  the  hands  of  (he  world’s  educators. 

Figuie  1.4  combines  the  typological  portrayal  ol  (lie  cornucopia  witli  the 
chronological  dimensions  of  Figure  1 .2,  Urns  to  give  a  time  perspective  on  education  in 
the  human  caieer.  It  illustrates  tlic  approximate  dates  ol  the  major  transformations 
when  they  first  appeared  in  some  parts  of  the  world,  wlhle  at  (lie  same  time  it  stresses 
the  continuing  coexistence  o!  tolk  society,  traditional  civilization,  and  modern  civiliza¬ 
tion. 


The  Delicate  Matter  of  Jfrminology 

What  to  call  the  people  who  lived  in  tlic  long  periods  ol  time  before  the  appearance  of 
the  tnst  civilizations  ol  the  world  is  not  an  easy  or  simple  matter.  The  terms  used  in 
scholarly  as  well  as  in  popular  discourse  witli  respect  to  group  cliaracteristics  always 
requite  care  and  precision,  especially  so  at  the  present  time  when  national,  ethnic,  and 
racial  feelings  are  so  volatile.  Resentments  arc  particularly  deep  over  the  names  people 
have  been  called  which  seem  to  carry  derogatory  connotations  because  of  generations 
of  servitude,  colonial  subjection,  or  social,  political,  or  economic  inferiority.  These 
have  left  their  marks  on  peoples  who  are  now  in  a  position  to  express  operdy  tlieir 
pent-up  lesentments  and  elicit  from  their  former  masters  the  expressions  of  respect 
which  they  feel  are  long  overdue. 

Yet,  the  tacts  of  variation  in  cultural  and  social  development  among  different 
peoples,  as  determined  by  the  soundest  and  most  careful  scliolarsinp,  cannot  properly 
be  covered  up  or  denied  solely  in  the  eflbrt  to  avoid  hurt  feelings.  S<)mehow,  Ihe 
realities  of  social,  cultural,  and  technological  differences  both  in  the  past  and  present 
must  be  faced,  if  rationality  and  human  welfare  are  to  be  served. 

One  set  of  particularly  offensive  terms  in  wide  use  in  Europe  and  America  in  the 
nineteenth  and  twentieth  centuries  was  derived  from  early  etfmologists  wlio  applied 
their  evolutionary  assumptions  to  successive  stages  of  maiTs  development  and  came  up 
with  the  terms  vawge,  barbanan,  and  civilized.  The  first  two  quickly  became  highly 
color^  terms  of  reproach  or  disdain,  and  the  latter,  of  course,  became  the  one  to 
describe  the  highest  and  best  levels  of  human  accomplishment.  It  was  all  too  easy  to 
imply  that  some  contemporary  societies  were  still  in  a  savage  or  a  barbarian  stage.  Also 
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objectionable  to  many  is  the  word  primitive  when  used  (o  apply  lo  peoples  who  have 
been  scarcely  affected  by  the  civilizalion  process.  Primitive  oltcn  carries  a  connotation 
of  backwardness  or  inferiority  much  as  the  use  of  tlic  (erm  native  in  colonial  areas 
carried  a  stigma  of  inferiority  as  compared  with  (he  terms  of  respect  applied  to 
colonial  rulers,  traders,  or  settlers.  Scholarly  discourse  has  largely  dropped  the  terms 
savage  and  barbarian,  except  to  apply  to  peoples  who  lived  long  jong  ago.  In  general 
savage  was  applied  to  early  stone  age  hunting  peoples  who  lived  prior  to  any 
civilization  or  who  remained  untouched  by  it;  barbarian,  to  later  stone  age  peoples 
who  lived  before  the  first  civilizations  or  outside  the  early  civilizations. 

At  the  opposite  tenninological  extreme  are  (Ire  ninetecntli  century  archeologists’ 
terms  which  took  their  cue  not  from  traits  ol  character,  race,  or  personality  (as  the 
terms  savage,  barbarian,  and  primitive  seemed  to  do),  but  from  the  tools  made  by 
groups  of  men  in  their  various  stages  of  development.  Thus,  the  early  archeologists 
classified  the  principal  “ages  of  man”  according  to  the  kind  of  materials  from  which 
their  tools  were  made; 


Paleolithic  Age 
Neolithic  Age 
Bronze  Age 
Iron  Age 
Industrial  Age 


Early  or  Old  Stone  Age 
Later  or  New  Stone  Age 
Early  Metal  Age 
Early  Iron  Age 
Late  Iron  Age 


Tlie  terms  paleolithic  and  neolithic  are  neutral  enough  to  avoid  ruining  national  or 
ethnic  or  racial  sensibilities;  but  by  theniselves,  they  do  not  reveal  a  great  deal  about 

the  social,  or  cultural,  or  educational  processes  whose  remains  provide  the  raw  material 
for  reconstructing  a  prehistory  of  man’s  cultures. 

There  are  other  terms  that  do  highlight  the  development  of  human  culture  by 
stressing  the  presence  or  absence  of  written  language.  For  example,  prcliterale  and 
prehistoric  apply  to  those  peoples  who  lived  before  writing  was  invented  anywhere  in 
the  world.  The  term  nonliterate  is  sometimes  applied  to  those  peoples  who  lived  any 
time  after  3500  B.  C.  when  writing  was  invented,  but  wlio  still  did  not  develop  or 
^  written  language  of  their  own.  I  need  not  call  attention  to  the  obvious 
difficulties  of  using  the  term  illiterate,  which  carries  the  connotation  of  inability  or 
incapacity  to  become  literate.  But  useful  as  tliese  terms  are  in  pointing  to  social  and 
educational  implications,  they  do  not  aid  very  much  in  calling  attention  to  the  overall 
way  of  life  of  the  society  to  which  they  refer.  They  are  useful  terms  for  tire  history  of 
education,  but  not  the  most  useful. 

More  recent  archeological  terminology  has  concentrated  not  so  much  upon  the 
oolmaking  process  as  upon  the  way  of  life  that  must  have  provided  the  total  context 
TOthm  which  the  tools  were  made  and  used.  Braidwood  and  Howe,  for  example, 
esen  e  t  e  sequence  of  general  cultural  developments  of  Southwest  Asia  in  several 
stages;  food-gathering,  food-collecting,  food-producing,  ‘Village-farming  community 
way  ot  iite,  incipient  urbanization,”  and  eventually  an  “urban  way  of  life”  which. 
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for  short,  we  have  called  civilization.*^^  The  more  recent  {erniinology  iVom  arclieology 
and  anthropology  seems  to  be  more  appropriate  for  the  tiistory  of  education  tlian  tlic 
earlier  terms,  but  since  both  are  widely  used  today  in  tlie  scholarly  Ihcrature,  I  have 
continued  to  use  botli  in  Figures  I  ,.2,  1 .3,  and  1 .4. 


Comparable  Terms  for  Stages  of  Human  Development 


Paleolithic  Age 
Neolithic  Age 
Bronze  Age  { 
Early  Iron  Age  ^ 
Late  Iron  Age 


Food-gathering  socicfics  i 
Food-producing  societies  ^ 

Literate  urban  societies 
Industrial  society 


Folk  societies 

Traditional  civilization 
Modern  civilization 


It  is  next  to  impossible  to  use  teclinical  terms  with  wliicli  all  sciiolars  will  agree, 
so  complicated  is  this  whole  field.  It  is  virtually  impossible  to  use  any  popular  terms 
which  will  not  rufrie  some  racial  or  etlinic  sensil)ilities.  But  some  terms  must  be  used, 
and  the  problems  must  be  faced.  Tlris  book  tlicrefore  follows  Robert  RedfieUrs  use  of 
the  term  folk  society  as  most  acccptaldy  meeting  tlie  scliolarly  evidence  concerning 
objective  differences  among  societies,  both  past  and  present,  and  yet  is  most  tVee  from 
objectionable  connotations  that  will  arouse  sensitive  feelings.*'  It  carries  positive 
connotations  conducive  to  discussion  of  culture  and  education.  All  races  and  etlinic 
groups  have  had  their  share  of  folk  societies;  all  still  display  today  some  elements  tliat 
can  fairly  be  described  as  typical  of  folk  society  wlierever  it  appeared. 

The  term/()//c  society  is  tlius  used  in  tliis  book  to  include  botli  paleolithic  and 
neolithic  societies,  both  food-gatliering  and  food-producing  ways  of  lilc.  It  embraces 
the  “precivilized,”  “prcliterate”  or  “prehistoric”  peoples  wlio  lived  prior  to  3500  B. 
C.,  before  the  rise  of  the  first  cities,  or  tlie  first  written  language,  or  the  lust 
systematizing  of  written  knowledge  anywiicre  in  the  world;  and  it  embraces  tliose 
societies  that  have  continued  to  exist  alongside  of  or  relatively  untouched  by  tlie 
civilized  societies  that  have  developed  in  all  parts  of  the  world  at  different  times  since 
3500  B.  C.  Since  the  seciuence  of  historical  development  of  precivilized  societies  and 
cultures  during  the  first  99  percent  of  the  human  career  is  so  liazy  and  is  liased  upon 
so  little  direct  cultural  evidence,  I  shall  not  try  to  reconstruct  an  educational  liistory  ol' 
prehistoric  times.  I  shall  simply  try  to  summarize  some  of  tlie  cliaracteristics  tliat  seem 
to  apply  to  education  in  folk  societies  in  general. 

A  defect  of  the  cornucopia  schema  protrayed  in  Ingure  1.3  is  tlie  possible 
impression  that  a  regular  succession  of  “ages”  took  place  at  tlie  same  time  in  all  parts 
of  the  world.  Quite  the  contrary.  Hoino  sapiens  probably  overlapped  in  time  with 


^Robert  J.  Braidwood  and  Cordon  R.  Willey  teds.),  C'ourses  Toward  Urhan  fjfr:  Aniiaotoidad 
Consideration  o]  So}7uHiiltNraI  Alteniatcs,  Aldine,  ('iiicae,o,  1062,  1 32  146. 

Robert  Redficld,  The  Primitive  World  and  Its  Transforniation ,  Cornell  Univeisily  Ibess,  Ifliaea, 
N.  Y.,  1953;  and  Margaret  Redrield  {edOJIurnan  Nature  and  the  Study  of  Soviet  y:  The  Papers  of 

vol.  1,  University  of  (diicago  Press,  (4ueag<),  1962. 


20 


l-twc  M  nON  ,V7,  /■///:;  f  7 .7/7/,.,  nON.HVU.,nN(;  PROCESS 


other  species  of  Horn,,  ami  iiMpraicd  lo  diHcicnl  |xnls  ul  ihc  wt.ild  ai  dilTccH  ,• 
Paleolithic  societies  did  (he  same.  Neolilhie  sociel.es  ce.  landy  overlapped  i„  |i„J"  •! 
pa  eoht  ric  societies,  a, id  holh  with  urban  cvili/alious.  I  h.n,a..io,,d  s  xissa-.e  .  ulf 
za  ion  began  at  d.Kerenl^  l.nies  .n  dille.ent  parts  of  the  world,  as  illushaled  in  F 
I.I.^Suiularly  hgure  l.,r  tries  to  make  it  clear  that  while  some  societies  and  ciilL 
have  succeeded  one  another  in  the  order  indicated.  Folk  societies,  liadiiioivil  eivii- 

tiori,  and  niodeni  civili/.alion  all  coexist  l(Hiay.  '  ' 

Ten  thousand  yeai's  ago  ail  ol'  the  ten  millimi  human  beings  on  earth  were 
hunters  a,td  gathe.-er-s.  Today  them  exist  only  a  lew,  pe.J.aps  a  .piarter  ofa  rnifa 
people,  who  live  substantially  as  the  original  hunting  peoples  rlul.'-’  Dmino  the  oast 
hve  tJ.ousand  years  the  vast  majority  of  mankind  came  to  live  ni  some  lorn/of 
pastoral  peasant  larnnng,  o,  prci.uhislrial  nihan  society,  l  odav ,  perhaps  Iwo-lhirdsof 
mankinds  3/2  billion  people  (predominantly  in  Asia,  AlViea,  and  i.alin  America) still 
hve  ui  societies  that  have  been  shaped  by  (he  traditional  lonns  ot  agrarianale  civilia 

r  f  m  T-  m'™.'  ■evolutions.  Perhaps  a  third 

arankind  (piedoiniiKinlly  m  luirupe.  North  America,  Russia,  and  .lapaiOnmv  live  in 

thal  lras  '>/  "h*  modern  lonns  of  eivili/alion 

ollowrng  the  sixteenth  and  sevenleenlh  eenlnries.  The  rlispar.ties  among  and  within 
hese  coexisting  types  ol  traditional  and  modern  soeielies  have  deep  and  pe.T.siv 
Imtoncal  roots  closely  mlcrwined  with  1  lie  development  oredncalion. 


D. 


THE  FIRST  TRANSFORMATION  OP  MAN  i-ROM 
HOMINID  TO //OT/O 1  A/.V 


Is  'io')zifu,rT""  i™'”  “ 'bi 

human  amims  w.,!  i  .  '  '>1' P''"o- 

collectine  and  eat  he ''*'**"  * 'f  *'*'*‘•1  hy  means  of  liee-wanderiiig, 

deOTSSiS  taflr"®'  . . .  “'V  S's„a.„.:e  „ms,  l,a« 

Ihdt  cMdl  hLrrT  ."‘’'T  »">l  I.,  lad, 

we  cm  '»'>  per  a- . I  . .  ,„„0  „„  eadli, 

iMde  and  AHca  ™d  *?'"  ‘".'dwodes  lia.e  la. 

birthplace  of  man^d  An . . . 

Some  scholars  think  th..r  »v/'  I  ^  Allied  seems  to  be  aheat.1  in  llie  “age  race." 
as  500  000  to  600  000  ve  essentially  hunia.i  characteristics  as  long 

24  ffZ  T,  "'a'  will  eventually  embrace 

Tanzania  (1  750  000  Ar/h/te  of  the  Olduvai  (iorge  in 

Kenya  (4,000,000  years'old)  m'ever'th!f  W/w/ i  ron,  the  Rift  Valley  in 

'  ■  Lolhcigani  specmien  ol  Norlhern  Kenya 

pygmies,  /■‘■‘"■ples  are 

Eskimos,  arrd  some  Irrdiarrs  of- North  a, vines,  Ainus  of  Japan, 
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(5,300-.000  years  old).  For  how  much  oi'  tliis  time  prehuman  men  made  and  used 
wooden  or  stone  tools  to  aid  them  in  maintaining  their  existence  is  still  uncertain,  but 
the  time  probably  lies  somewhere  between  Pithecanihropus  and  Aiis!rali)pitheciis. 

The  story  oi  tlie  social  life  and  cultural  works  oi  preliuman  man  during  liis 
toolmaking  existence  is  even  more  uncertain  than  tliat  of  liis  physical  evolution,  and 
the  place  of  education  can  only  be  infei'red  or  assumed.  Tlie  evolutionary  process, 
once  thought  to  be  purely  biological,  is  now  generally  conceived  to  be  social  and 
cultural  as  well,  and  where  social  and  cultural  developiiKmt  is  involved,  some  sort  of 
education  is  involved.  The  very  process  of  biological  evolutioii  Austnil()pifhecLis 
to  Homo  sapiens  was  probably  influenced  by  tlie  social  interaction  in  which  (he 
making  and  using  of  tools,  tlie  creation  of  language  and  coiicepliial  thought,  and  the 
development  of  cooperative  group  liabits  helped  to  shape  mairs  morphology  over  the 
million  or  two  million  years  of  his  evolution.  During  that  time,  it  was  not  (lie  indivi¬ 
dual  with  tlie  mightiest  jaws,  or  (lie  sliarpest  teeth,  or  the  largest  frame  wlio  became 
the  prototype  of  humankind.  It  was  (lie  one  who  could  shape  and  use  to  advantage  (lie 
most  effective  tools  or  artifacts  and  engage  most  effectively  in  tlie  developing  arts  of 
communication  and  social  action.  Witliout  these  contrived  arts  and  skills  wliicli  we  call 
culture,  man  was  a  puny  animal  indeed.  The  first  fundamental  transformation  by 
which  man  became  human  resulted  tVom  (lie  interactive  and  reciprocal  innucncos  o\' 
biological,  social,  and  cultural  development.  In  its  very  essence,  (lie  process  of  evofm 
tion  included  tlie  process  of  education. 

Witliout  acquiring  the  capability  to  (each  to  oncoming  generations  (lie  social  and 
cultural  arts  and  skills  (hat  had  been  learned,  (lie  race  would  not  have  become  hiinian 
and  it  possibly  would  not  have  survived.  The  development  rif  language  itself  (that  most 
distinctive  of  all  human  tools)  may  have  been  related  to  tlie  prolonged  jieriod  ol' infant 
helplessness  (that  most  distinctive  liiological  characteristic  ol'  Homo),  as  parents 
nurtured,  cared  for,  and  transmitted  througii  incipient  words  tlie  experience,  beliavior 
patterns,  beliels,  and  ways  of  lii'e  which  tliey  in  turn  had  learned.  It  is  even  possible 
that  the  interactive  processes  of  language  and  pliysical  nurture  played  a  pai  (  in  devel¬ 
oping  the  brain  and  central  nervous  system  to  the  place  wliere  coordination  of  hand 
and  conceptual  tfioiight  not  only  made  liiiman  culture  possililc  but  lielped  to  mold  (fie 
hunian  species  itseli.  The  biological  and  cultural  clevelopmenl  of  man  went  hand  in 
hand  during  the  ilrst  great  transforination  in  which  manlike  creatures  gradually  l>e- 
came  human.  Tlie  biological  result,  Homo  sapiens  (man  the  wise),  had  a  capable  assist 
trom  his  social  and  cultural  s,e\i\Homo  educans  (man  tlie  iioui  islieiT. 

Homo  sapiens  has  been  variously  described  as  a  symbobmaking  animal,  a  took 
making  animal,  a  social  animal,  a  political  animal,  a  rational  animal,  and  a  spiritual 
animal.  Each  ol  these  characteristics  has  been  identilied  as  tlie  fiasic  clement  which 
distinguislies  Homo  IVom  tlie  rest  ol'  animal  nature  and  gives  liim  his  distinctively 
human  characterisfics.  it  may  now  be  ilmi  Ilo/no  should  not  only  be  described  liiolog- 
ically  as  Homo  sapiens  but  socially  and  cullurally  as  Homo  educans.  It  may  well  be 
that  the  most  apt  way  to  describe  the  piocess  of  maiTs  becoming  liiiman  is  to  say  that 
he  became  a  teaching  and  learning  animal.  Tlie  role  oi'  education  in  tliis  first  and 
longest  process  ol'  translbrmation  in  the  human  career  is  one  of' the  greatest  stories 
that  has  never  been  told.  It  may  be  tliat  it  can  never  be  told  because  ol  tlie  difliculty 
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of  inferring  a  social  or  a  culhiral  {nocess  IVoni  llie  aiclieologica!  evidence.  It  is  a 
suggestive  hypolhcsis,  however,  io  aigoe  liial  {iiehunian  man  became  I ui man  as  he 
learned  how  to  transmil  Iris  cnllural  liadilions  moie  and  more  elTeclivcly;  in  a  word 
by  learning  how  lo  educate  himself  and  otlieis. 

Folk  Society:  !u)()cJiyif licriiiy 
and  Food-produciny  Ways  of  UJe 

Virtually  all  we  know  aboul  lire  eaiiiesl  [‘orms  of  liuman  eullure  musl  Ire  inferi'cd  from 
examination  of  the  things  men  made  lliat  liave  ireen  {nesei  ved  m  lire  eai  lh.  The  oldest 
of  these  are  stone  tools  and  weapons;  lienee  lire  leiin  |ialenli(hie  lias  been  applied  to 
this  stage  of  rnaiTs  development.  The  jiroblem  of  reconsli ucl ing,  man's  society  and 
culture  in  early  paleolithic  times  is  even  more  dilTicult  than  leconslructing  his 
biological  characteristics  from  his  skeletal  remains,  Itul  we  do  know  that  from  about 
500,000  years  ago  until  aliout  lOO, ()()()  years  ago  llie  nr(ds  showerl  lit  lie  changeover 
long  peiiods  ol  time.  Ilic  inlerericc  is  that  man  scondilious  ol  life  and  his  methods  of 
teaching  toolniaking  skills  were  relatively  rudimentary  and  nnelianging.  Paleolithic 
man  subsisted  in  small  bands  lyy  means  ol'  ccdlecting  or  hmitmi’  food. 

Sometime  between  100,000  and  75,000  years  ago,  paleidithic  men  soniewlicrein 
Southwest  Asia  began  to  make  and  use  standard  tools  as  tliey  adopted  improved 
patterns  of  restricted  wandering,  selective  hunting,  and  intensified  collecting  methods 
for  the  gathering  ol  their  food.  Ihey  no  longer  wandered  aimlessly;  they  organized 
themselves  and  the  making  ot  their  tools,  no  matter  how  crudely  or  liovv  simply.  As 
they  did  these  tilings,  tliey  began  to  improve  tlieir  communication  tlirougli  meaningful 
speech,  and  they  began  to  create  social  institutions  for  governing,  the  conduct  of  their 
groups.  In  all  these  ways  prehuman  men  were  learning  liow  to  teach  their  acquired 
ciilture  to  their  young. 

Signs  ol  the  greater  cultural  skill  among  later  paleolithic  men  were  many;  their 
stone  blades  showed  greater  refinement  in  design  and  shar[)ness;  bone  tools  appeared; 
fire  was  employed;  bows,  spear  throwers,  and  liarpoons  were  t'ashioned;  skins  of 
animals  were  shaped  and  sewn  lor  use  as  clothing;  vessels  were  made  lo  contain  food 
and  liquids,  caves  and  Iruts  were  used  lor  habitation;  and  artistic  exinession  took  the 
form  of  line  diawings,  paintings,  carvings,  and  decorations.  As  [Kqmlation  increased,  it 
seems  likely  that  cooperative,  organized  efibrts  aided  in  tlie  search  I'or  food  and  in  the 
organization  of  war  and  defense.  Ceremonies  and  riles  were  held  eiflier  f'or  burial  or 
perhaps  for  magical  propitiation  of  the  forces  tliat  were  believed  to  rule  life  after 
death.  Startling  testimony  to  the  remarkable  intellectual  skills  of  prehistoric  man  is  set 
forth  by  Alexander  Marshack,  whose  studies  of  record-keeping  notations  on  hundreds 
of  bones  of  later  paleolithic  times  led  him  to  say: 

Apparently  as  far  back  as  30,000  B.  C.  the  Ice  Age  hunter  of  western 
Europe  was  using  a  system  ot  notations  that  was  already  evolved,  complex,  and 
sophisticated,  a  tradition  that  would  seem  to  have  been  thousands  of  years  old 
by  this  point  . ,  .  tliis  notation  was  a  cognitive,  time-factored,  and  timc-tactoring 
echmque  ...  the  notations  we  have  analyzed  are  not  yet  writing  as  we  know  it. 
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Nevertheless,  the  roots  of  science  and  of  writing  seem  to  be  here.  Apparently  we 
have  archaeological  evidence  for  use  of  the  same  basic  cognitive  processes  that 
appear  later  in  science  and  writing2^ 

The  major  point  here  is  that  man's  development  must  be  considered  as  a  total 
intellectual,  social,  and  cultural  evolution,  not  simply  an  improved  physical  ability  to 
fashion  and  use  more  complicated  tools;  'hlie  too!  was  only  one  aspect  of  a  wider, 
cognitive,  cultural  evolution."'^'^ 

Similarly  with  language  and  communication:  ‘'Tlie  word  .  .  .  like  tlic  stone  tool 
and  fire,  was  an  adjunct  and  a  product  of  tlie  increasingly  complex,  widening, 
time-factored,  time-factoring  capacity  and  potential  of  tiic  liominine  l)rain  and  its 
culture.’' 

There  must  have  been  an  accompanying  process  of  teaching  and  learning  of 
considerable  refinement  and  sopliistication  to  match  tlie  knowledge  represented  by  the 
complicated  arithmetical  and  calcndrical  notations  that  Marshack  has  studied. 

Then,  some  10,000  to  12,000  years  ago.  Homo  sapiens  learned  liow  to  produce 
his  food  rather  than  simply  to  luint  for  it.  In  tlie  course  ol'  tliis  transfonnation 
mankind's  social  and  cultural  development  ciianged  radically.  Not  only  did  neolithic 
man  greatly  improve  his  stone  and  bone  tools  and  weapons  by  polishing  and  reriniiig 
them  (hence  the  term  New  Stone  Age  or  Neolitliic  Age),  he  also  designed  and  built 
more  complicated  dwellings;  developed  pottery  maniil'acturc  to  a  liigh  slate;  produced 
a  more  stable  food  supply  by  cultivating  a  variety  of  grain  crops  and  domesticating 
animals;  made  clothes  by  sewing,  spinning,  and  weaving;  built  canoes  and  lioats  for 
travel  and  trade;  developed  an  organized  social  life  based  upon  village  farming  and 
relatively  settled  cornrniinities  of  family,  clans,  and  tribes;  and  devised  more  com¬ 
plicated  forms  of  ceremonies,  rites,  and  religious  beliefs. 

The  importance  of  the  neolithic  or  agricultural  revolution  is  not  disputed  as  a 
major  transformation  in  the  human  career  (some  believe  it  was  tlie  greatesi  ol'all);l)ut 
its  relationship  to  what  went  bci'orc  and  wliat  came  afterwards  is  viewed  dilTercutly  by 
various  archeologists.  V,  Gordon  Cliilde  secs  tlie  cliange  to  a  neolithic  culture  as  the 
first  great  revolution  after  tlie  appearance  oniomo  sapiens,  and  the  rise  of  cities  and 
of  civilization  as  the  second;  Robert  J.  Braidwood  sees  them  botli  as  integral  parts  of 
one  great  process  of  change  IVorn  a  life  of  food  gathering  to  a  lil'e  of  iniian  civilization. 
Whichever  view  is  taken,  the  distinctive  role  of  education  in  the  transition  from 
paleolithic  to  neolithic  cultures  remains  so  obscure  that  I  have  lumped  togctlier  tlie 
paleolithic  and  neolitliic  stages  under  the  general  term/d//c  soeiely. 

The  neolithic  phase  of  folk  society's  development  was  not  a  chronological  period 
to  which  absolute  dates  applying  to  all  parts  of  the  world  can  be  assigned.  It  is  rather  a 
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way  of  life,  centcriny  oil  r(i(>dirr(Hluci!iy  aiMivilics  wfiioh  apinairod  iii  (liricrcnt  parts  of 
the  world  at  different  times.  (See  I'UMire  I  2  Maiikiiurs  Worldwide  Passape  to  ('iviliza- 
lion.)  It  is  a  stage  ot'  social  and  cuitural  ilevelopment  that  ;H‘neia!lv  came  after  the 
paleolitliic  stage  liased  upon  lood  g,alheim!!.  aiul  ladlecting,  and  ludiue  the  use  ol  cities 
and  an  urban  way  ol  Hie.  Neolithic  society  was  nunked  by  two  pniu  ipal  kinds  ol  loud 
production  and  therefore  two  ways  of  hie.  One  was  based  upon  ainiculture  aiul 
cultivation  of  grains;  the  other  was  based  upon  the  the  Inecdni!',  and  herding  of 
animals.  Tlie  former  began  with  incipient  cultivation  and  “vegocnhine’’  and  then 
developed  effective  cultivation  of  field  gram  and  the  pknitnu'  (d  seed  hv  turning  the 
soil  with  stone  lioes  or  by  the  gardening  of  omt  crofis,  lltie  aga  iculture  was  typical  of 
Middle  Eastern  and  European  neolithic  societies;  ro^d  gaulen  agucnllure  developed  in 
.monsoon  Asia,  Soutlicast  Asia,  and  southern  (iuna.  I'he  evidence  si'ems  to  Iv'  tliat  tlie 
first  food  production  may  have  hegam  sometime  duims'  tiur  ireuotl  lt)„t)t)t)  to  12,000 
years  ago  in  the  region  of  Mcsojiotamia;  it  a|ipeared  later  than  that  m  other  parts  of 
the  world. 

There  has  been  debate  as  to  vvlicther  or  not  nci^litlnc  cultivatn)n  incceded 
neolitliic  pastoralism;  liy  and  large  most  of  tlie  evidence  seems  !i»  nuhmite  that  it  did  in 
most  regions  of  the  Work],  But  in  general  when  farming  and  pastoral  husbamlry  came 
together  in  various  mixed  forms  the  result  was  the  nechithic  village  tyi>e  ol  com¬ 
munity,  apparently  appearing  in  embryonic  form  tor  t!ic  Inst  tmu‘  m  the  lull  country 
of  Mesopotamia  sometime  after  7()()t)  B.  ('.  and  liecommg  so  well  toimcil  ami  dillnsed 
between  6000  B.  C.  and  4000  B.  (k  that  the  village  fannmg.  tv(H‘  id  eoimmmity  lilc 
beeame,  so  to  speak,  tlie  model  or  basic  type  of  society  in  winch  most  ot  the  |)eoj)le  ol 
the  world  have  lived  for  most  of  the  time  since  then. 

The  prototypes  trom  whicfi  tlie  first  AlVn-inuasiau  eivdi/aiion  iieveh)|)ed  were 
the  neolithic  villages  of  (lie  Mesopolamian  high  couidry  to  the  cast,  north,  and  west  ol 
the  Tigris  and  Euphrates  rivers.  The  neolithic  larmeis  cultivated  such  g.iams  as  wheal 
and  barley,  and  tfiey  domesticated  cattle,  sbec|),  goals,  and  sw me.  11  ugv  eoiild  become 
economically  selEsufficient  without  being  constantly  on  the  mma*  to  IuhI  then  lood; 
their  children  coiikl  be  more  productive  in  helping  wnth  cultivation  am!  hcidmg;and 
the  people  could  have  more  children.  So  pojiulation  mcrcascih  A  siii  |dns  ol  lood  and 
goods  even  made  possible  an  incipient  trade  with  other  villages,  foi  the  neolilhic 
villages  in  Mesopotamia  were  not  completely  isolated,  ilerdsmen  would  inn  irdoeach 
other;  migrants  would  go  from  place  to  place  throughout  tlie  iciuon  which  eventually 
became  something  like  a  continuous  agricultural  area.  Nevertheless,  trade  was  not  tlie 
principal  basis  or  ingredient  in  a  village’s  economic  at'fairs. 

As  the  neolithic  way  of  life  spread  to  otlier  |)arts  of  the  workl  or  grew  up 
independently  of  outside  influence,  an  almost  infimte  cultural  vaiiety  ilcveloped  in 
tools,  weapons,  ornaments,  art,  and  pottery;  lliere  was  probahly  a  similai  variety  in 
ideas,  beliefs,  and  customs.  In  fact,  tlie  development  of  oral  ianguagy  may  have  tieen 
the  most  transforming  cultural  change  of  all.  In  any  case,  neolitlm-  leiinement  m  tools 
and  artifacts  is  clearly  evident.  Their  inventiveness  and  creativity  wane  also  [cmarkable, 
as  neolithic  villagers  discovered,  developed,  or  domesticated  ncaily  all  of  tlie  food 
plants  and  animals  still  known  today. 
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In  social  and  cultural  alTuirs  there  seemed  to  be  some  major  differences  between 
those  peoples  who  became  dominantly  villagers  and  those  who  became  dominantly 
pastoralists.  In  the  neolithic  villages  the  women  became  more  important  than  they 
were  in  the  hunting  or  fishing  societies.  Women  wielded  the  hoe  in  Held  oi  gaiden, 
they  made  pottery  for  the  storing  and  cooking  of  cereal  foods;  and  they  spun  and 
wove  textiles.  No  wonder  that  matrilineal  relationships  dominated  the  kinship  patterns 
of  many  neolithic  societies,  that  fertility  rites  became  common,  and  lliat  mother 
eioddesses  dominated  the  religious  and  ritual  scenes.  A  close  connection  between  the 
fertility  of  eartli,  so  important  for  the  production  ot  tood  Irorn  the  land,  and  the 
fertility  of  woman,  so  important  for  tlie  production  of  human  offspring,  was  too 
obvious  to  be  missed.  Tlie  village  with  its  enclosures,  its  stress  on  stability,  security, 
and  fecundity  gave  women  and  children  a  higher  priority  than  they  had  had  in  the 
hunting  and  gadiering  ways  of  life.  Village  life  must  have  been  less  adventuresome  and 
less  e.xci  ling  than  the  lumling  life,  but  the  human  family  evidently  came  to  preterit. 
Informal  education  in  tlie  villages  surely  took  its  cues  from  the  household  aits  and 
crafts.  The  need  to  measure  lands,  reckon  accurately  the  best  time  loi  planting, 
cultivating,  and  reaping  crops  led  to  a  stress  upon  measurement  and  calculation  that 
eventually  found  its  way  into  the  intellectual  concerns  and  formal  education  of  urban 
civilizatio!!. 

Ill  contiasl,  the  cloininaiitiy  pastoral  societies  required  a  kind  ol  social  discipline, 
a  physical  prowess  more  suitable  to  the  male,  and  a  style  of  life  that  depended  on 

scouting,  exploring,  possibly  attacking,  and  surely  defending  against  Hie  predators, 
animal  or  luinian,  who  would  threaten  the  flock  or  herd.  Thus  pastoral  societies 
seemed  to  stress  the  patrilineal  side  of  kinship  relationships  and  to  stress  the  need  for 
unquestioning  obedience  to  the  chieftain.  Tlie  gods  of  the  nomad  on  the  open  steppe 
were  more  likely  to  be  male  gods.  The  education  of  the  pasloralist  youth  was  likely  to 
stress  the  active  concerns  (.)f  the  moving  herds,  the  social  obligation  ol  being  a  loyal 
member  of  tire  team  in  lime  of  danger  or  crisis,  the  prowess  ol  riding  and  searching, 
the  physical  dexterity  connected  with  the  life  cycle  of  animals  and  seasons,  rather  than 
tlie  requirements  of  a  more  closely  contained  and  settled,  if  not  more  secure, 
community  life. 

Education  in  Folk  Societies 

As  we  try  to  sum  up  the  general  characteristics  of  folk  society  and  folk  education, 
what  shall  we  say?  First  of  all,  it  is  the  kind  of  society  in  which  all  men  lived  tor  more 
than  9b  percent  of  the  lime  mankind  has  inhabited  planet  Earth.  It  is  the  kind  ot 
society  in  which  most  men  lived  for  much  of  the  time  even  after  the  first  civilization 
appeared.  And  it  is  the  kind  of  society  in  which  a  few  still  live  today.  Beyond  these 
facts,  each  observer  of  a  folk  society  will  tend  to  emphasize  what  his  background, 
training  and  interests  lead  him  to  see.  It  is  generally  agreed,  however,  that  folk 
societies  were  intimate  groups  of  people  organized  either  in  roving  bands  or  m  small 
settlements;  they  were  relatively  isolated  from  contact  with  other  groups;  they 
displayed  unspecial ized  and  undifferentiated  social  institutions  based  largely  upon  the 
pervasive  web  of  tribal,  clan,  family,  and  kinship  relationships;  and  they  generally 
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functioned  by  means  of  oral  c()nnnunicalion  and  inlonnal  education,  vvitliout  a 
written  language  or  systenialic  bodies  ot'  organi/.ed  knowledey.  Hie  rmiclions  of 
political  controb  econonric  activity,  religious  ritual,  and  educatiuu  weie  not  regularly 
assigned  to  specialized  institutions  to  carry  out  tliese  j'larticular  {unctions. 

The  political  scientist  finds  few  overt  signs  of  tlie  fonnal  political  institutions  he 
is  accurustomed  to  studying:  no  fulbtinie  rulers,  executives,  or  legislative  assemblies 
no  political  parties,  no  I'ulbtirue  judges,  no  policemen  or  Inn  eauciacies  (d'governinent 
officials.  A  deliberate  legislative  function  is  seldom  typical;  custom  rather  than  law 
controls  conduct.  The  headman,  ciriel',  or  council  of  elders  performs  mtermittently  the 
different  political  functions  of  making  rules,  applying  rules,  and  judrunie,  infractions  of 
rules.  Most  of  the  time  such  lieadmen  or  cliiefs  are  alisorhetl  in  the  activities  of 
hunting,  fishing,  or  farming  wliicli  occupy  everyone  else  in  the  community  or  the 
band.  The  controls  of  action  for  tlie  individual  are  the  deeply  ingjained  customs  or 
obligations  that  he  has  learned  informally  in  tlie  course  of  Ins  daily  life  witli  family 
and  kinfolk.  There  is  little  deliberate  effort  to  rnodily  or  changy  the  rules.  Tlie 
political  scientist  would  thus  say  that  tlie  political  luuctions  in  a  folk  society  arc 
diffuse,  undifferentiated,  and  intermittent. 

The  economist  finds  a  folk  society  to  be  kug.ely  sefl-conlaiued  aiul  based  on 
subsistence  needs  with  little  or  nothing  to  spau‘  lugN-oml  what  was  needed  for 
immediate  consumption.  In  general,  neolithic  tools  were  an  imfirovcmeiit  upon  paleo¬ 
lithic  implements,  but  tools  were  relatively  few,  tools  to  make  tools  were  rare,  and 
power  other  than  human  or  animal  was  unknown.  Tacli  grouj)  was  iclatively  self- 
contained  with  little  or  no  economic  dependence  upon  any  outside  group.  Tach 
supported  itself  from  the  land,  the  I'orests,  the  rivers,  or  the  sea. 

Food  and  goods  were  often  allocated,  liowevcr,  according  to  cnstoniary  obliga¬ 
tions  to  family  members  or  other  persons  holding  some  special  social  status  in  the 
group.  These  transactions  might  involve  nonrcciprocal  giving  or  iceiprocal  exchange, 
but  in  general  they  did  not  involve  a  regular  institution  like  a  marke!  for  excliangg  of 
goods,  also  absent  were  money,  trade,  and  a  spirit  of  ec()ii()rnic  or  caiimncrcial  g,ain. 
There  seemed  to  be  few  or  no  full-time  specialists.  Typically,  every  mcinl)cr  ol  the 
society  helped  in  gathering  or  producing  lood  and  engaged  in  the  sustaining  activities 
required  for  survival.  Division  of  labor  applied  only  to  sex  and  ago  gioiijis.  As  in 
politics,  the  folk  society  s  economy  could  not  be  unraveled  fVom  the  web  of  laniiliai 
relationships  that  made  up  the  basic  structure  of  flic  social  system. 

Anthropologists  and  sociologists  have  found  that  face-to-face  primary  i  chit  ion- 
sliips  dominate  the  whole  of  folk  society.  In  social  terms  it  is  intimate,  particularistic, 
homogeneous,  and  ascriptive.  Because  a  folk  society  may  luive  been  as  small  as  a  few 
dozen  or  a  few  hundred  people,  everyone  could  know  everyone  else  rather  intimately. 
Because  the  group  was  relatively  isolated  and  may  have  remained  so  for  scores  oi  even 
hundreds  of  years,  a  strong  sense  of  group  solidarity  was  likely  to  develop.  Hie  people 
may  actually  have  grown  to  be  alike  physically  as  well  as  socially  and  culturally.  What 
one  man  did  and  thought,  another  man  did  and  thought;  and  so  for  w()men  and 
children  from  generation  to  generation.  Within  a  particular  folk  society  customs 
remained  relatively  stable  and  fixed  over  long  periods.  Ties  of  family  (nuclear  or 
extended),  of  clan  (the  symbolic  family),  and  of  tribe  dominated  all  others  as  one’s 
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status  in  the  hierarchy  of  kinship  determined  one’s  obligations,  duties,  and  preroga¬ 
tives  Rights  and  responsiltililics  were  ascribed  according  to  the  statrrs  and  the  role  one 
was  expected  to  play  rallicr  than  on  the  basis  rrl'  rrne’s  achievements  or  useful 

contribution  to  the  group’s  activities.  _ 

Tlie  isolation,  llic  honiogcneity,  tlie  intimacy  of  iolk  lile  meant  that  people 
seldom  thought  critically  about  wliat  they  did  or  what  they  believed.  What  they  did 
and  wliat  tlicy  believed  were  right,  for  who  did  differently?  Without  armparison  with 
other  ways  of  life,  without  disruptive  contact  from  the  outside,  lire  age-old  patterns 
according  to  which  everyone  acts  seemed  unquestionably  to  be  the  ways  that  everyone 
should  act.  Somehow  tlie  unconscious  inculcation  of  normal  sentiments  developing 
from  infancy  in  talk,  gesture,  and  custom  acted  as  tire  basic  controls  hrr  action,  rather 
than  explicit,  organized,  formalized  rules  or  precepts.  Without  written  language, 
without  written  records,  without  books,  the  rules  were  embodied  more  in  conven¬ 
tional  tacit  patterns  of  behavior  than  in  explicit  or  lormal  codes  ol  ethics  or  in 
systematic  regulations  to  be  memorized  and  recited  on  demand.  I  Iris  is  not  to  say  that 
morality  was  not  learned  nor  that  moral  precepts  were  not  rncnionzed  Iron)  the 
myths,  the  stories  of  ancient  heroes,  the  exploits  of  superhuman  but  personal  deities. 
How  else  could  they  be  retained  except  by  memory,  and  how  else  could  they  be 
transmitted  explicitly  except  by  word  of  mouth?  These  myths  certainly  were  to  he 
cherished  and  emulated,  but  they  were  not  to  be  analyzed  or  made  objects  ol  critical 

wonder,  theu,  that  in  small,  isolated,  intimate,  unspecialized,  and  nonlitcrate 
societies  education  should  he  an  integral  part  of  the  undifferentiated,  face-to-lace, 
personalized  social  and  cultural  process.  Where  no  one  specialized  in  governing  or 
administering,  where  no  one  specialized  in  a  particular  type  of  labor  or  work,  where  no 
one  specialized  in  the  transmission  of  ideas  or  knowledge,  it  was  natural  that  no  one 
specialized  in  leaching  or  in  leamiiig.  All  adults  were  teacliers;  we  can  never  know  how 
deliberate  or  self-conscious  some  may  have  become  in  iuducting  their  children  into 
family  tribal,  or  village  tasks.  Undoubtedly  some  were  more  effective  than  others,  just 
as  some  children  umloublcdly  learned  more  rapidly  and  more  effectively  than  ottiei's. 
But  with  no  written  language  and  with  full  dependence  upon  an  oral  tradition  which 
may  or  may  not  have  had  special  custodians  or  “rememberers,”  there  was  scldoiu  an 
organized  scliooL  It  was  inevitable  lliat  an  aceoniplished  paleolithic  man  iniist  have 
taught  more  Ilian  one  boy  at  a  time  to  throw  a  weapon,  or  skin  an  animal,  or  make  a 
tool.  Surely  the  neolithic  village  women  most  skilled  at  making  pottery  or  weaving 
cloth  must  have  at  traded  more  Ilian  one  girl  at  a  time  to  watch  and  to  learn.  But  the 

evidence  for  the  existence  ol  schools  is  scarce. 

Without  writing,  a  stable  and  consistent  basis  for  organized  knowledge  was 

difficult  to  come  l)y,\lcspite  the  evidence  of  rudimentary  notation  systems.  Tliere  was 
accumulated  practical  wisdom,  valuable  technical  lore,  traditional  ways  ol  inaking, 
doing,  and  drawing;  but  systematic,  sequential  sets  of  ideas  that  could  be  rcgai-ded  as  a 
body  of  organized  knowledge  or  predictive  science  were  absent. '1  bis  meant  that  most 
folk  societies  were  largely  cut  off  from  accurate  and  reliable  knowledge  ol  other 
societies  and  even  of  their  own  past.  Any  lime  farther  back  than  lire  memoi'y  ot  the 
oldest  persons  was  subject  to  the  inaccuracies  of  untrained  oral  transmission  and  the 
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haziness  of  diniming  niemorics,  unless  special  training  in  accurate  rernernbering  or 
notation  was  learned  and  practiced.  Even  more  than  lacking  a  sense  ot  history,  the 
absence  of  writing  prevented  access  to  the  tliought  or  ways  ol' other  peoples  in  places 
beyond  the  normal  range  of  a  particular  folk  society.  Wliat  was  happening  in  the  other 
valley,  or  beyond  the  mountain,  or  across  tlic  plains  was  likely  to  be  uidenown  except 
as  personal  contact  was  made  and  as  oral  reports  filtered  in  from  the  outside.  So  in  a 
folk  society  tliere  was  little  to  study,  but  mucli  to  do  and  learn.  As  the  main  controls 
of  conduct  were  informal, so  was  education  informal.  As  everything  else  was  conducted 
by  nonspeciahsts,  so  was  education  conducled  by  nonspecialists.  As  kinsliip  bonds 
were  strong,  so  education  consisted  largely  of  acquiring  the  beliefs,  behavior,  attitudes, 
and  moral  convictions  appropriate  to  tme's  age,  sex,  status,  and  role  in  the  society. 

All  this  may  sound  as  tliough  all  Iblk  societies,  both  past  and  present,  were  very 
much  alike.  This  is  the  exact  opposite  of  the  truth,  for  anthropologists  and  etliuolo- 
gists  have  emphasized  over  and  over  again  how  vastly  varied  are  the  practices  of  the 
peoples  they  have  studied.  By  inference,  there  must  liave  been  a  similar  variety  in  the 
social  systems,  the  cultural  patterns,  and  tlie  educational  practices  of  the  innumerable 
precivilized  societies  tiiat  dotted  tlic  earth  belore  liistorical  times.  In  some  iolk 
societies,  certain  persons  came  to  he  recogni/cd  as  having  particular  lunctions  in  the 
formulation  of  customs  and  ideals.  These  elders,  medicine  men,  seers,  or  storytellers 
constituted  something  of  a  priestly  and  teaclung  class.  1'here  is  evidence  tliat  special 
training  may  have  been  given  to  those  who  were  to  be  inducted  into  the  priestly  class. 
This  consisted  of  special  transmission  oi'  tlie  pecidiar  skills  ol  the  class,  including 
special  knowledge  of  certain  magical  formulas,  certain  songs,  or  the  alhlity  to  conduct 
certain  rites  and  ceremonies.  Where  secret  fraternities  existed,  they  developed  (iicir 
own  special  initiation  processes.  In  addition,  some  societies  apparently  luid  certain 
handicraft  or  occupational  groups  tliat  specialized  in  house  building,  metalworking, 
toolmaking,  garment  making,  or  tattooing.  These  groups  would  then  initiate  young 
people  into  the  skills  and  secrets  of  the  group. 

Folk  societies  also  conducted  special  initiatory  or  puberty  riles  for  the  adoles¬ 
cent  or  older  youth  who  were  to  be  inducted  into  full  adult  mcrnberslup.  Altliough 
puberty  rites  were  not  characteristic  of  all  groups,  they  represent  a  kind  of  educational 
agency  that  was  commonly  controlled  by  the  ciders,  in  general,  we  may  say  tliat  lolk 
education  was  carried  on,  not  by  separate  schools  or  formal  educational  institutions, 
but  by  the  adult  members  of  the  society  as  they  performed  their  regular  activities.  The 
teaching  function  was  not  normally  delegated  to  specialized  teaching  groups.  It  may  be 
that  reliance  upon  formal  schools  and  specialized  teaching  in  prcliistoric  societies  was 
greater  than  we  now  believe;  the  absence  of  written  records  makes  certainty  impos¬ 
sible.  We  can  only  infer  that  each  group  tried  to  bring  up  its  civildren  in  tlie  image  ot 
its  elders. 

In  any  case,  it  is  clear  that  precivilized  folk  education  knew  nothing  ol'  books 
and  schools.  It  was  undoubtedly  motivated  by  the  needs  of  self-preservalloii.  It  was 
probably  carried  on  by  the  active  participation  of  the  learner  ^is  he  imitated  adult 
activities  or  was  shown  how  to  make  tools,  engage  in  the  hunt,  and  liglit  in  tlie  wars. 
The  children  absorbed  the  qualities  in  action  that  the  culture  recognized  as  good;  they 
were  punished  for  actions  that  the  group  considered  inimical  to  its  well  are.  They  heard 
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the  myths,  the  rolklore,  and  the  sont;s  tiuit  made  up  the  approved  tradition,  and  they 

telt  the  pressures  oCgroup  approval  and  disapproval. 

At  the  time  of  pnireriv.  boys  and  guls  probably  went  through  nune  o,  ess 
elaborate  cerenmnies  and  irnliation  rites  winch  served  h,  impress  upon  '1'^'''' 
jbli-ations  and  duties  as  accepted  members  ot  the  society  in  good  standing.  A  so  t. 
ot-ririalions  were  probably  lound  in  tbese  rites.  Physical  snilering  may  have  bee,  . 
future  to  test  the  stamina  and  endurance  of  the  initiate.  Direct  moral  picecpts  may 
have  been  preached  to  the  young  so  that  they  might  learn  and  emulate  the  ' 

ru-aeter  deemed  desirable  by  the  society.  Various  lealuies  may  have  symboh/ed  the 
new  status:  a  change  of  name,  the  comerring  of  magical  powers,  the  ,m|ros,„g  ot  h  g 
periods  of  silence,'  purification  of  the  body,  circumcision,  tattomng,  drinking  eaeb 

other’s  bkrod,  and  other  possible  tests  and  rites. 

But  heneath  tlic  obvious  dilTerences  lu  cultural  content  among  present  day  lolk 
societies  and  probably  among  prehistoric  societies,  there  are  the  common  qualities 
that  grow  out  of  isolation,  intimacy,  homogeneity,  undillerentiated  mstitu  loi  s, 
strong  kinship  relationships,  and  lack  of  written  language  and  orgar„/,ed 
Folk  societies  in  the  past  seemed  to  have  these  characteristics  m  common  and  thus  to 
differ  from  tlie  civili/ed  societies  that  began  to  appear  sonic  5.001)  to  (,,()tH)  yauus  ,igo. 
In  these  major  respects  the  remaining  folk  societies  ol  (he  twentieth  cenUiiy  A.  D. 
seem  to  differ  as  a  type  from  the  major  contemporary  civih/at.ons,  both 
and  modern.  Yet  most  societies  today  have  become  so  culturally  luixed  th.l.  as 
Redfield  says,  in  every  primitive  band  or  tribe  there  is  civih/.atiou  and  in  eve  ry  c  y 
there  is  the  folk  society.  To  ,xuaphrase  Redfield  we  might  go  on  to  say  that  n  cve 
urban  way  of  life  today  there  is  informal  education,  and  into  most  picsenl-day  H  k 
societies  there  has  come  the  school.  That  is  one  reason  why  contemporary  li  k 
societies  are  changing  so  much  more  rapidly  Hum  did  the  prcdustoiic  bdk  mh. ic ,  c 
whicli  persisted  for  so  long  with  so  little  change  belore  tliere  were  any  hluak 
societies.  The  school  has  played  a  major  part  in  the  civilizing  o  lolk  societies  eve, 
since  the  first  civilization  arose;  it  is  playing  a  still  larger  ,,a,t  in  the  n.odcrin/at mn  ol 
peoples  all  over  Ihc  world  today. 


CHAPTER  II 


MANKIND'S  PASSAGE 
TO  CIVIUZATION- 
AND  TO  SCHOOL 

(3500  B.C.-500  B.C.) 


A.  THE  SECOND  TRANSFORMATION  OF  MAN;  FROM 
FOLK  SOCIETY  TO  TRADITIONAL  CIVILIZATION 

About  3500  B.C.  in  the  Mesopotamian  region  ol'  Southwest  Asia,  the  second  great 
transformation  in  the  human  career  was  getting  under  way  as  some  ot  tlic  neolithic 
village-farming  communities  began  to  organi/c  tliemselves  into  larger  towns  which 
eventually  became  centers  for  a  literate,  urban  way  of  life  and  which  in  turn  began  to 
exert  greater  or  lesser  influence  over  a  number  of  smaller,  ancillary  village  and  farming 
settlements.  By  3000  B.C.,  fully  developed  urbanization  had  aiipeared  in  tlie  Middle 
East,  and  at  various  times  thereafter  in  India,  tlie  Aegean,  Cliina,  and  pre-(’olumbian 
America.  (See  Figure  1.2.)  Meanwhile,  however,  throughout  much  of  tlie  world, 
paleolithic  and  neolithic  folk  societies  continued  to  adlicrc  to  their  traditional  pre- 
urban  or  pre-civilized  ways  of  life  centering  upon  liunling,  past()ralism,  or  village¬ 
farming  communities. 

With  the  rise  of  the  first  civilization  in  Mesopotamia,  education  embarked  on  a 
radically  new  kind  of  relationship  to  the  development  of  liuman  society  and  culture.  It 
began  to  have  a  special  function  and  identity  of  its  own  along  witli  other  institutions 
which  came  to  be  identified  as  temple,  city,  and  state.  As  an  introduction  to  llvis  new 
role  for  education,  I  shall  cite  several  recent  statements  which  will  serve  to  Ihgldight 
the  social  and  cultural  ingredients  whose  interaction  characterized  tlie  birtli  of  human 
civilization  on  earth. 

In  a  classic  formulation  about  the  original  urbanization  process  as  it  took  place 
in  various  parts  of  the  world,  V.  Gordon  Chllde  identified  ten  cliaractcristics  that 
distinguished  civilized  life  from  precivilized  folk  life:  the  art  of  writing;  tlie  beginnings 
of  exact  and  predictive  science  leading  to  reflective,  systematic,  and  critical  thought; 
an  enlarged  size  and  growing  interdependence  of  settlements;  surplus  of  food  leading 
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to  the  central  accumulation  of  capital  and  the  large-scale  planning  and  management  o 
human  afairs;  full-time  technical  specialists  and  improved  tools;  a  greatly  expanded 
trade;  a  n.liag  class  dllTcrcntialcd  I'roa,  lire  ruled;  s.rcal  r.rgarrr/al,,,,,  based 
upon  a  icnlldrlal  stale  and  rinpersonal  rclalirrnsirips  rallrer  lira,,  krrrsirrp  and  rrp.r, 
nSlIllcal  structures  somcwlial  dllTcronllalcd  aeeirrdirrg  l.r  Irnreliinr;  tire  burldrrip,  o 
monumental  public  works  ranging  IVoirr  Irrigalkur  and  skrrugc  lacilrlrcs  Icr  ccrenrorrral 

temples  or  centers;  and  the  creation  of  highly  developed  aii  loi  ms.  r  r  . 

^  In  a  later  comment,  Childc  attributed  the  main  elemenl  m  (he  rise  ol  cilies  to 
the  accretion  of  an  economic  surplus  that  could  support  speciali/,cd  classes  oi  pioles- 

sionals: 

I  have  taken  this  as  tlic  essential  character  of  a  city:  a  com intinHy  that 
comprises  a  substantial  proportion  of  professional  rulers,  ojjictals.  clergy, 
artisans  and  merchants  who  do  not  catch  or  grow  their  own  Jond.  hut  live  on  le 
surplus  produced  by  farmers  or  fishermen  who  may  dwell  within  the  city  or  in 
villages  outside  its  walls.  These  professionals  and  lull-time  specialists  repiesenta 
new  class  of  persons,  an  absolute  addition  to  the  population  that  could  he 
included  in,  or  supporied  by,  any  barbarian  coniinuniiy/' 


Childe's  forrnulalion  of  the  cssenlial  elements  in  Ihc  origins  of  civili/.ation  deeply 
affected  the  thought  and  ralionalc  of  two  decades  of  scholarship  in  archeology 
ethnology,  and  the  social  sciences.  A  symposium  volume  edited  by  Braidwood  and 
Willey  in  1962  revealed  Ihc  wide  influence  of  his  hypotheses  upon  nuKlern  archeol¬ 
ogists  whose  recent  work  has  covered  nearly  every  part  of  the  earlli.-*  Their  sympo¬ 
sium  also  revealed  how  rapidly  new  arclieological  findings  lead  to  revisions  m  geiierah- 
zations  concerning  the  origin  of  civilization,  (n  the  past  decade  the  ''' 

changes  in  irrigation,  climate,  tools,  or  economic  surplus  in  bringing  about  Ihe  uihan 
revolution,”  as  Childc  called  it,  is  being  downgraded  as  new  discoveries  or  interprcla- 
tions  are  made.  Such  influences  as  cumulative  paticrns  of  social  orgainz.ation,  (he 
interchange  of  things  and  ideas,  and  tire  growth  of  systeinalic  written  knowledge  arc 
being  upgraded  as  explanations  for  the  appearance  of  civilization  in  one  place  and  time 

or  its  lack  of  appearance  in  aru)tlicr  place  and  lime.  r  -  i  r  i 

Technological  adiievemenls  have  long  been  recognized  as  ingredienls  ui  civili/.cd 
as  contrasted  with  precivilized  societies,  but  changes  in  pailerns  oidocial  organization 
are  receiving  greatly  increased  attention  trom  scholais  who  lepicscnt  dillc  icnt  titlds  ot 
study  and  diriercnt  social  orientations.  Stuart  Piggott,ol  tlie  University  oi  lulinbiugh, 
puts  it  this  way: 


W.  Gordon  Childe,  ‘'Tlic  Urban  Revolution,”  'fowti  Planning  Review,  vol.  21,  pp.  2-1  /,  April 
1950. 

^V.  Gordon  Childc,  “Civilization,  Cities  and  'Fowns,”  Antiquity,  vol.  21,  no.  121,  p.  3  7,  March 
1957.  Italics  added. 

^Robert  J.  Braidwood  and  Gordon  R.  Willey,  Courses  Toward  Urhari  life:  Areheolom'al  Core 
sidemtions  of  Some  Cultural  Alternates,  Viking  Idind  Puldications  in  AntliropokKKy,  no,  3^, 
Aldine,  Chicago,  1 962. 
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“Civilization”  is  used  to  mean  a  society  which  has  worked  out  a  solution 
to  the  prohlem  of  living  in  a  relatively  large  pcrnuineni  corninunity,  at  a  level  of 
technological  and  social  developmeni  above  that  of  the  hunting  hand,  the  family 
farmstead,  the  rustic,  self-sufficient  village  or  the  pastoral  Irihe.  Civilization  is 
something  artificial  and  man-made,  the  resull  of  making  tools  of  increasing 
complexity  in  response  to  the  enlarging  concepts  of  vonifiiunily  life  evolving  in 
men 's  minds.* 

Identifying  this  element  of  increasing  social  diffcrenlialion  in  civilization  build¬ 
ing,  as  being  even  more  important  than  the  strictly  economic  clement,  is  of  great 
significance  for  the  Itistory  of  education.  Tlie  “enlarging  concepts  of  community  life 
evolving  in  men’s  minds”  are  the  products,  in  part  at  IcusI,  of  possilrilities  opened  up 
by  organized  education.  It  profits  little  to  argue  whctlier  more  complex  tools  led  to 
more  complex  social  organization  or  wlrether  increasing  social  ilifferentialion  led  to 
the  developmeni  of  more  complex  technology.  Ihe  irnpoilant  thing  is  lhal  when  both 
were  present  in  an  interacting  way,  civilization  appeared  rmd  wilh  civilization  ap¬ 
peared  the  organized  school,  a  particularly  potent  form  of  social  diflcrentiation. 

Another  type  of  analysis  adds  to  urbanizalion  and  social  diffcrenlialion  a  third 
ingredient  for  special  emphasis  in  the  meaning  of  civilization,  namely,  Ihe  institution¬ 
alization  of  political  authority  based  on  territorial  residence  rather  than  upon  kinship. 
Robert  McC.  Adams  defines  state  societies  as  those  “hierarchically  organized  on 
political  and  territorial  lines  rather  than  on  kinship  or  other  ascriptive  groups  and 
relationships.”^  He  agrees  with  his  fellow  anthropologist.  Morion  H.  Fried,  that  there 
were  only  six  “pristine”  states  tliat  “developed  sui  generis  oul  of  inirely  local 
conditions”  and  that  all  other  states  are  “secondary.”  The  six  are  exactly  what  most 
anthropologists  and  historians  refer  to  as  the  primary  civilizations,  namely,  Mes¬ 
opotamia,  Egypt,  Indus  Valley,  North  China,  Mesoamerica,  and  Peru. 

Fried’s  definition  of  the  state  closely  approximates  that  of  Adams:  “the  com¬ 
plex  of  institutions  by  which  the  power  ot  society  is  organized  on  a  liasis  supeiioi  to 
kinship.”®  Fried  goes  further  than  Adams  in  stressing  the  coercive  character  ot  the 
state  as  a  means  of  maintaining  an  established  social  order  ot  slratilication.  Fried  also 
goes  much  further  than  Adams  in  identifying  education  as  one  ol  tltose  ‘  specialized 
institutions”  designed  to  indoctrinate  the  members  of  the  state  with  Ihe  values  ol  the 
stratified  social  order; 


There  can  be  little  argument  with  the  observation  that  in  all  societies  the 
single  most  significant  complex  of  social-control  apparatuses  is  to  be  tound  in 
the  system  of  education,  including  both  formal  and  informal  means. 


^Stuart  Piggot  (ed.),  The  Dawn  of  Civilization;  The  First  World  Survey  of  Himiati  Cultures  in  Early 
Times,  McGraw-Hill,  New  York,  1961,  p.  11.  Italics  added. 

^Robert  McC.  Adams,  The  Evolution  of  Urban  Society;  Early  Mesopotamia  and  Prehispanic 
Mexico,  Aldiiie,  Chicago,  1966,  p.  14. 

^Morton  H.  Fried,  The  Evolution  of  Political  Society;  an  Essay  in  Political  Anthropology,  Random 
House,  New  York,  1967,  p.  229. 
p.  9. 
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Other  scholars  emphasize  the  culturally  lihcrating  role  oi 
civilization  process: 


cducalion  in  ihc 


It  was  during  the  Bronze  Age  thal  ...  we  can  for  Ihc  first  lime  speak  ol 
civilization.  Now,  in  certain  areas  of  the  earth,  men  were  Iwing  not  ,n  groups  or 
hordes  but  in  organized  cornnuinities,  suhnutiing  lo  lire  dise.phncs  and  piol,  ing 
by  the  opportunities  of  the  city,  intent  upon  llie  (luality  ol  living  lalhei  tlian 
upon  mere  existence,  enjoying  (some  of  them)  lhat  degree  ol  leisure  am  wea  lh 
that  makes  possible  the  pursuit  of  Icaniiuit  and  the  cull  ol  art,  and  stabilized  y 
the  possession  oi  the  written  won!  which  could  enlarge  the  iiulivuhial  horizon  by 
the  experience  of  the  past  and  preserve  for  Ihe  tuture  whalever  ol  value  man 

might  invent.’’ 


In  this  definition  note  especially  Ihe  phrases  “p'usuil  ol  leaming."  and  “(he 
written  word.”  They  point  to  the  riiosl  witlely  agreed  upon  characteristic  lhal 
distinguishes  civilization  from  folk  society:  Ihe  presence  of  a  wrilleu  language.  Sir 
Leonard  Woolley  puts  it  this  way:  “Ihe  mosi  coiivenienl  and  easily  recognizable 
criterion  of  civilization  is  the  knowledge  of  Ihe  art  of  writing.’”  In  laci,  Sir  f.eunau 
goes  so  far  as  to  say: 

The  art  ot  writing  seems  to  arise  naturally  and  almosi  inevitably  from  Ihe 
condition  of  urbanization  and  also  to  he  esseiilial  to  ils  maintenance.  In  no  pail 
of  the  world  has  civilization  at  any  time  advanced  to  any  considerable  heights  or 
achieved  any  permanence  unless  by  the  aid  of  wriliiig;  bill  ,iusl  as  civili/alion 
generally  implies  the  developmenl  ot  city  life  so  wriling  has  never  been  in 
troduced  in  any  olhci'  tlian  an  urban  society. 


The  interlocking  cliaracter  of  Ihcsc  four  ingredients  of  civilization  (urhaiuzalion, 
social  differentiation,  political  insliltilionalizalion,  and  writing)  isevitlenl  in  all  ol  Ihe 
approaches  cited  here,  but  for  the  origins  of  organized  education  Ihe  greatest  ol  these 
may  well  be  the  invention  of  writing.  Woolley  begins  wilh  urhaiiizalion,  relcrs  lo 
organized  communities,  and  ends  up  with  wriling.  I'iggotl  begins  witli  Ihe  urban 
community  resulting  from  (eclinological  ami  social  developmenl  ami  concludes  by 
saying; 


Amongst  these  basic  skills  and  inventions  .  .  .  perhaps  Hie  grealcsl  iiiven 
tion  of  all  was  that  of  writing,  the  discovery  that  a  set  ot  eonvciil lonal  syndiols 
could  be  constructed  whereby  human  speeeli  could  he  recorded  in  permanenl 
form . '  * 


®Jacquetta  Hawkes  and  Sir  l.eoiiard  Woolley,  Prehistory  iirnl  the  HeyiiiihriKs  of  I  'tvili.uition.  vol.  1 . 
History  of  Mankind,  Cullimil  ami  Sdentifie  Developmenl.  Haipei  &  Row,  New  York,  p, 

360.  Italics  added. 

^Ibid.,  p,  359. 

“lbid.,  p.  631. 

'*Piggott,  op.  cit.,  p.  14. 
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And  Childe,  too,  ends  with  writing; 


tWriting]  not  only  represents  a  new  instrument  for  the  transmission  ot 

human^Serfence  and  the  accumulation  of  knowledge,  but  is  also  symptomatic 

nf  nuitc  novel  socio'cconomic  structure  the  city.  i 

Tf  course  this  Urban  Revolution,  just  like  the  Neolithic  Revolution  was  a 

gradual  cumulative  process.  There  are 

fp  neolithic  food-producing  communities  and  cathedral  cities.  ^lay  oe 

artitCto  'choose  .ritins  as  marking  the  critical  point.  But  what  is  the 

alternative?^^ 

I  thli*  there  is  an  altetnatice  and  that  is  to  follow  through  on  what  is  Implied  b, 
die  sod“vention  of  wnting  itself,  namely,  that  fully  developed  wn  mg  must  have 
teen  ^ated  by  a  lltetate  class  of  people  who  tecelved  .  forma  eduoal.on  m  an 
institution  organized  for  that  purpose.  Gideon  Sjoberg  puts  it  sncunolly. 

The  existence  of  writing  implies  a  literati,  which  in  tnm  requires  for  its 
propagation  some  metliod  ot  formal  education,  a  supporting  political  apparatus 
S  ensme  its  hegemony  and  continued  sustenance,  and  merchants,  artisans,  and  a 
variety  of  servants  to  provide  needed  goods  and  services. 

His  statement  provides  a  useful  antidote  for  the  usual  assumption  by  many 
sociologists,  anthropologists,  economists,  and  political  scientists  that  education  simply 
reflects^e  society  in  which  it  exists  and  responds  more  or  less  passively  to  the  impac 
of  other  more  active  social  institutions  upon  it.  Sjoberg  at  least  hints  at  the  notion  tha 
Ication  is  not  simply  a  social  instrument  for  doing  the  bidding  ol  the  do^nan 
classes  of  the  state,  but  that  education  in  an  urban  society  may  be  supported  by  h 
political  and  economic  institutions  because  of  the  very  power  ot  leadership  tha 

education  and  an  educated  class  exert  in  shaping  the  society  itsell. 

So  perhaps  we  should  not  be  content  to  characterize  civilization  primarily  in 
terms  of  writing  but  should  link  with  it  the  urban  social  institution  that  made  writing 
possible,  namely,  the  school.  Indeed  what  product  of  civilization  can  belter  be 
characterized  as  an  urban-gemrated,  socially  differentiated,  politically  insmuUonalized 
organization  based  on  and  devoted  to  written  knowledge?  How  betlei  to  define  a 
school  throughout  most  of  its  history?  No  other  historical  institution  has  been  so 
intimately  or  predominantly  concerned  with  the  creation  and  transmission  of  written 
knowledge-which  several  of  our  definers  of  civilization  put  at  the  heart  of  the  use  ot 
civilization  itself.  And  few  other  institutions  have  provided  the  social  and  cultural  glue 
which  has  helped  to  mold  the  characteristic  forms  of  civilization  out  of  diverse 
peoples.  In  a  real  sense  organized  education  has  helped  to  produce  and  maintain  those 
forms  of  historical  societies  characterized  by  McNeill  as  civilizations,  to  wit,  “unusu- 


'^Childe,  “Civilization,  Cities,  and  Towns,”  p.  37. 

Gideon  Sjoberg,  The  Preindustrial  City;  Past  and  Present,  Free  Press,  New  York,  1960,  p.  33. 
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ally  massive  societies,  weaving  the  lives  of  millions  of  persons  into  a  loose  yet  coherent 
life  style  across  hundreds  or  even  thousands  of  miles  and  for  periods  of  time  that  are 
very  long  when  measured  by  the  span  of  an  individual  human  life.”^^ 

The  intimate  connection  between  the  art  of  writing  and  the  appearance  of 
formal  schools  has  long  been  recognized  in  histories  of  education,  for  it  can  easily  be 
demonstrated  that  early  schools  in  most  societies  were  writing  schools.  It  has  not, 
however,  been  so  explicitly  recognized  that  organized  education  was  not  simply  a 
device  for  teaching  writing,  enormously  important  as  that  is,  but  was  an  integral  part 
of  the  total  civilizational  process  itself,  sometimes  helping  a  society  to  adapt  to  change 
or  fundamentally  transform  itself,  sometimes  helping  it  to  maintain  its  social  stability, 
and  sometimes  even  contributing  to  a  process  of  retrogression. 

The  burden  of  this  chapter  is  to  discuss  the  role  of  education  in  the  building  of 
the  world’s  first  civilizations.  This  was  an  enormously  complex  process,  not  yet  fully 
understood,  but  at  least  some  of  the  components  of  the  process  are  widely  agreed 
upon.  I  have  referred  to  them  as  urbanization,  social  differentiation,  political  institu¬ 
tionalization,  and  written  knowledge.  I  shall  not  try  to  assign  priorities  or  claim  causal 
connections  among  the  four,  but  I  shall  try  to  indicate  how  organized  education  was 
intimately  related  to  and  possibly  had  a  formative  role  to  play  in  all  four. 


B.  MESOPOTAMIAN  CIVILIZATION: 

PROTOTYPE  FOR  THE  WORLD 

It  is  now  generally  agreed  that  human  civilization  first  appeared  in  the  river  valleys  of 
the  Tigris-Euphrates  in  the  course  of  the  fourth  millenium  B.C.  Mesopotamian  civiliza¬ 
tion,  the  prototype  of  all  other  civilizations,  was  not  only  the  first,  it  was  one  of  the 
longest-lived,  covering  more  than  3,000  years.  Many  scholars  now  believe  that  it 
influenced  the  other  major  Afro-Eurasian  civilizations  of  its  time;  it  led  to  the  West 
through  Egypt,  the  Aegean,  Greece,  and  the  Mediterranean;  and  it  led  to  the  East 
through  Iran  and  India,  and  possibly  as  far  as  China.  Drawing  upon  the  Greek  word  for 
it  I  refer  to  these  interconnected  civilized  areas  of  the  world  as  the  Afro-Eurasian 
ecumene.  (See  Figure  2.1.) 

Fortunately,  our  knowledge  of  the  Sumerians  who  accomplished  the  original 
feat  of  civilization  has  been  vastly  increased  by  archeological  and  linguistic  studies  of 
recent  decades.  In  fact,  the  existence  of  such  a  people  was  not  even  known  a  hundred 
years  ago  when  European  archeologists  were  adding  to  the  workfs  knowledge  of  the 
Middle  East  by  busily  turning  up  hundreds  of  Babylonian  and  Assyrian  as  well  as 
Egyptian  inscriptions.  At  first,  Egypt  was  thought  to  be  the  cradle  of  civilization,  and 
then  Babylonia  and  Assyria  came  to  the  fore.  Fortunately  for  the  history  of  education, 
the  new  knowledge  of  the  transition  from  neolithic  folk  society  to  literate  urban 

William  H.  McNeill,  zt  World  History,  2d  ed.,  Oxford  University  Press,  New  York,  1971,  p.  v. 
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society  in  Mesopotamia 
^atior 
One 


iahas  considerably  enhanced  the  role  of  education  in  the  original 


“'"‘“““rftde'SdTforemost  awHo.ities  on  .he  S.meriam  puts  1.  .Ms  way: 


From  the  point  of  view  of  the  history  of  civilization,  Sumer’s  supreme 
From  th  p  u  ,  ^j^ent  of  the  cuneiform  system  of  writing  and  the 

wMch  W.S  1.S  direct  outgrowth.  It  is  no 

formal  systea  j  inventiveness  and  perseverance  of  the 

to  say  that  oriented  Sumerian  pundits  and  teachers  who  lived  m  the 

anonymous,  that  the  intellectual  and  scientific 

I«en”  ormodern  days  would  have  been  possible;  it  was  from  Sumer  that 
writing  and  learning  spread  the  world  over. 

Even  allowing  for  the  pardonable  enthusiasm  of  a  scholar  as  he  describes  the 
achiev!rnts  ol  4s”  people  this  is  an  extraordinary  salute  to  the  role  of  teachers 
afd  of  orTanized  education  in  helping  to  bring  about  one  of  the  great  transformations 

in  hunianjareen  education  duririg  the 

3  000  years  of  the  Sumerians  and  their  successor  societies  m  Mesopotamia.  Stil  less 
can  we  iw  education  through  Anatolia  (Asia  Minor),  the  Levant,  or  Iran.  All  w 
can  do  here  is  to  suggest  some  general  trends  and  conclusions  ®  of  mLnt 

the  maior  oenerative  civilizations  of  the  Afro-Eurasian  world.  On  the  basis  ot  present 
knowledge!  a  chronology  that  usefully  illuminates  the  history  ot  education  in  Meso¬ 
potamian  civilization  is  as  follows; 


3500  B.C.  -  2500  B.C.  The  Formative  Period 

A.  Sumerian  Temple  Communities  (3500  B.C.  -  3000  B.C.) 


1 .  Pictographic  writing  appears 

2.  Protoliterate  schools  appear 

B  Sumerian  City-States  (3000  B.C.  -  2500  B.C.) 

1  Invention  of  fully  developed  cuneiform  writing 
2.  Appearance  of  fully  developed  schools  for  scribes-the  edubba 


2500  B.C.  -  1500  B.C.  Florescence  and  Diffusion 

1 .  Akkadians  adopt  Sumerian  writing  and  education 

2.  Babylonians  adopt  Sumerian- Akkadian  education  and  spread  it 
throughout  lower  Mesopotamia 


1500  B.C.  -  500  B.C.  Congealing  and  Dispersion 

1.  Assyrians  assimilate  Sumerian-Akkadian-Babylonian  education  and 
spread  it  throughout  upper  Mesopotamia 

2.  Organized  education  becomes  increasingly  formalistic  in  the  heart¬ 
land  of  Mesopotamia  while  fundamental  change  begins  in  the  Levant 

to  the  west 


^  Samuel  Noah  Kramer,  The  Sumerians;  Their  History,  Culture,  and  Character,  University  ot 
Chicago  Press,  Chicago,  1963,  p.  229.  Italics  added. 


38 


education  AND  THE  CIVILIZATION-BUILDING  PROCESS 


Only  the  specialist  could  follow  the  intricacies  of  the  sioiy,  but  the  accumulaled 
archeological  data  point  unmislakeably  to  three  or  four  milleuia  of  li.ely  inlerconnec- 
aons  and  interactions  among  the  neolithic  peoples  of  the  whole  region  lormerl, 
known  as  the  Neat  East  (Mesopotamia,  Anatolia,  the  levant  and  Pe.sia)  and  now 
insisting  of  the  national  states  of  Iraq,  Iordan,  Syria  Is, ad,  Lebanon,  Turkey  and 
L  Beween  4500  and  3500  E.C.  agricultural  settlements,  like  those  which  had 
formed  earlier  in  the  hill  regions  north  and  east  of  Mesopolamla,  began  to  appear  in 
the  lower  valley  regions.  The  flourishing  setllements  ot  Ihese  river  va  ley  people, 
known  archeolOEl«lly  as  the  Ubaid  people,  were  probably  soon  penetrated  by  Semitic 
nomads  from  the  west.  This  cultural  mWure  produced  a  fertile  ground  for  the  arrival 
of  the  Sumerians  who  possibly  came  southward  from  the  region  ol  the  Caspian  Sea 

around  3500  B.C. 

The  Formative  Period  (3500  B.C.-2500  B.C.) 

Sumerian  Tempie  Communities:  Protoliterate  Education  (3500  -  3000  B.C,).  The 
piotoliterate  or  protohistorical  period  in  Mesopotamian  history,  marked  by  the  arrival 
of  the  Sumerians  in  Lower  Mesopotamia,  produced  rapid  changes  m  technology, 
genuinely  new  forms  of  social  organization,  and  a  system  ot  pictographic  writing 
which  began  to  lay  the  basis  for  fundamental  changes  in  the  character  oi  society, 
culture  and  education.  The  fusion  or  mixture  of  the  already  nourishing  neolithic 
societies  with  incoming  peoples  of  different  tongues  seemed  to  ignite  the  norescence 
of  life  which  led  to  the  first  civilized  forms  of  society  and  culture.  Active  inteisocial 
and  intercultural  contacts  prepared  the  ground  for  the  “breakthroiiglC'  to  <:ivihzation. 

A  remarkable  series  of  technological  developments  having  to  do  with  irrigation 
systems,  sailing  boats,  wheeled  vehicles,  metallurgy  in  copper,  bronze,  and  gold,  and 
extraordinary  skill  in  the  major  art  forms  accompanied  increasing  specialization  in 
craftsmanship  and  increasing  social  differentiation  in  the  management  and  administra¬ 
tion  of  human  affairs.  Something  approaching  a  professional  ruling  class  appeared  in 
the  form  of  temple  communities  or  theocratic  polities  whose  chiel  managers  were 
priests  who  administered  public  affairs  in  the  name  of  and  on  behalf  ot  the  gods. 

The  early  Sumerian  political-religious-economic  rationale  went  something  like 
this;  All  of  the  land  of  a  certain  territory  and  its  produce  belonged  to  the  gods.  The 
priests,  dedicated  to  serving  the  gods,  assigned  landholdings  to  be  worked  by  groups 
and  by  individuals,  organized  the  great  work  forces  required  for  large-scale  irrigation 
collected  the  surplus  from  crops  for  storage  and  redistribution,  levied  taxes,  supeivise 
the  massive  temples  which  were  presumed  to  house  the  gods,  stimulated  long-distance 
trade,  and  kept  the  records  required  for  the  orderly  conduct  of  large-scale  atlairs.  As 
stewards  for  the  gods,  the  priests  were  at  once  political  rulers  and  administrators, 
religious  leaders,  and  economic  planners  and  managers.  Not  only  did  tlie  population 
increase  significantly  in  the  temple  community  and  its  surrounding  territory,  but 
full-time  specialists  and  full-time  officials,  including  a  literate  group,  or  literati,  began 
to  form  a  class  of  persons  theretofore  never  known  in  the  world,  namely,  urbanites 
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who  were  distinguished  by  the  fact  that  they  did  not  produce  their  own  food.  For  the 
first  time  in  human  history  an  urban  form  of  community  life  replaced  the  typical  folk 
society  village  based  on  kinship  ties  and  a  subsistence  economy. 

During  the  protoliterate  period  one  critical  element  in  the  ability  to  organize 
large  numbers  of  people  for  large-scale  enterprises  was  the  ability  to  keep  accurate 
records  of  an  increasing  number  of  dealings  in  property,  trade,  and  ownership.  Thus,  in 
a  very  real  sense,  the  invention  of  an  effective  system  of  written  symbols  and  notation 
made  complex  social  organization  feasible  and  city-state  life  possible. 

Another  critical  element  in  this  whole  process  seemed  to  be  that  the  priests 
organized  themselves  into  colleges  or  “corporations”  explicitly  for  carrying  out  their 
political,  religious,  economic,  and  their  educational  functions.  Both  terms  carry  the 
connotation  that  the  priests  were  full-time  professionals  performing  functionally 
specific  duties  in  a  clearly  defined  social  organization  for  which  special  admission, 
selection,  and  training  came  to  be  necessary.  In  the  course  of  their  duties  the  priests 
apparently  hit  upon  the  device  of  systematic  written  records  to  make  their  tasks  more 
efficient  and  successful. 

The  earliest  pictographs  so  far  discovered  in  Mesopotamia  are  inscribed  on  clay 
tablets  found  at  Erech  (Uruk)  and  at  Jamdat  Nasr.  They  are  records  concerning 
property  and  business  dealings  of  the  temples  dating  back  to  about  3500  B.C.  These 
pictographic  signs  or  symbols  representing  things  (a  sheep,  a  cow,  a  fish,  an  ear  of 
corn)  seem  to'”  be  the  first  steps  toward  writing,  but  they  were  records,  not  true 
writing.  By  3250  B.C.,  however,  clay  tablets  found  at  Ur  reveal  that  some  of  the  signs 
were  being  used  to  signify  spoken  syllables  as  a  means  of  indicating  the  case  of  nouns 
and  the  inflexion  of  verbs.  This  is  the  beginning  of  true  writing.  By  2900  B.C.  tablets 
from  Erech  show  signs  representing  syllables  that  stand  for  sounds  in  a  convention¬ 
alized  way.  So  it  is  usually  argued  that  by  3100  or  3000  B.C.  fully  developed  writing 
had  appeared  in  the  Sumerian  temple  communities  or  city-states  ot  Lower  Meso- 
potamia. 

This  portentous  development  around  the  beginning  of  the  third  millenium  B.C. 
in  the  cities  of  Mesopotamia  eventually  affected  all  human  civilization.  It  meant  that 
communication  through  a  conventional  system  of  audible  symbols,  which  has  become 
a  distinctive  characteristic  of  human  beings  as  distinguished  from  all  other  animal 
beings,  could  now  become  in  written  form  a  basis  for  building  civilized  human 
societies.  Gelb  defines  writing  as  a  ^‘system  of  human  intercommunication  by  means  of 
conventional  visible  marks.”  He  goes  on  to  say,  ""writing  began  at  the  time  when  man 
learned  how  to  communicate  his  thoughts  and  feelings  by  means  of  visible  signs, 
understandable  not  only  to  himself  but  also  to  all  other  persons  more  or  less  initiated 
into  the  particular  system. While  many  peoples  in  various  parts  ot  the  world 
developed  systems  of  pictorial  devices  to  convey  meanings  from  one  person  to 
another,  it  was  the  Sumerians  who  first  developed  a  system  whereby  the  visible  signs 

I.  J.  Gelb,  A  Studv  of  Writing,  University  of  Chicago  Press,  Chicago,  1952.  (Phoenix  edition, 
1963),  p.U. 
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Stood  for  the  sounds  of  oral  language.  The  protoliterate  period  in  Mesonotami. 
marked  the  transition  from  pictographic  writing  and  opened  tlie  era  of  losoannh' 
systems  of  word  writing  in  what  came  to  be  callea  cuneiform.  Tlie  Sumerian 
may  have  stimulated  the  creation  of  all  the  other  logographic  systems.''^  ' 

The  educational  significance  of  the  Sumerian  protoliterate  period  may  be  stateH 
ths  way:  It  seems  fair  to  assume  that  the  priestly  colleges  or  corporations  found  that 
they  needed  to  simplify  and  conventionalize  the  writing  that  aided  lliem  in  their  soci  .i 
and  cultural  functions.  They  began  to  delegate  some  of  their  members  to  specialize 
still  more  in  the  affairs  of  writing,  and  these  persons  came  to  be  known  as  scribes  Ts 
the  pnests  and  priestly  scribes  worked  in  concert  to  arrive  at  common  phonetic 
meanings  for  the  signs  that  originally  represented  things,  they  produced  true  writing 
And  induction  into  the  skills  and  knowledge  necessary  to  imderstand  several  hundred 
written  signs  must  have  been  a  long,  arduous,  and  organized  process. 

It  may  or  may  not  be  the  case  that  formal  scliools  were  organized  as  earlv  as  th. 
protoliterate  period  in  Mesopotamia.  It  is  easily  possible  that  scribes  connected  wlf 
m  edubba  (tablet  house)  became  teachers  as  such.  Certain  it  is  that  some  of  the  oldest 
known  pictographic  clay  tablets  from  Erech  contain  word  lists  deliberately  intended 
or  study  and  practice,  . . .  that  is,  as  early  as  3000  B.C.,  some  scribes  were  S 
thinking  in  t6rnis  of  teaching  End  i6a,rning.”^^ 

that  as  to  which  came  first,  it  is  reasonable  to  assume 

that  organized  schools  were  in  the  process  of  formation  along  with  the  procesrc^- 
urbanization,  social  differentiation,  political  institutionalizatiom  and  the  creation  o 
wrung.  It  IS  wholly  possible  that  organized  education  was  an  integral  and  necessary 
part  of  the  corporate  and  collegial  life  of  the  priestly  and  scribal  clas^Thermal 
school  may  even  have  helped  to  create  true  writing  and  push  forward  the  transition 
f^om  pictogram  to  phonogram.  The  school  may  have  had  a  more  positive  role  thl 

edubba  may  have  been  a  socially  organized  means  of  welding  the  priestly  colleges 
o  e  he,  d  spreading  their  influence  among  the  villages  and  other  Sumir'iS 

imply  a  passive  instrument  for  perpetuating  the  knowlpdw'  of  w  ic 
already  organized  class.  ^  knowledge  ol  willing  among  an 


have  simpliffed  somevvhal^alsVoUow^^  evolution  ol  writing  m  general  followed  several  stages  which  1 

devices  (like  the^notationro^bonwor  the^’kn^  representations)  and  mnemonic 

a  language  form.  ropes)  which  conveyed  meaning  without  using 

Phonographs'  moved  through  three  historicai  viaeeo  expresses  oru]  tunguuge. 

principally  stood  for  words^and  occasionallv  Llmfi  ,  in  wtiicti  the  signs 

Egyptian,  ffittite,  Cretan,  and  Chinese)-  ivlLhl!-  ^ylijbles  (Sumerian,  Proto-Elumite,  Proto-Indic, 
paUy  to  represent  syllables  and  in  which  ^both  thTsiem  the  written  signs  came  princi- 

^eatly  simplified  (Phoenician,  Hebrew,  and  Ararnaicl-mHTA' syllables  they  represented  were 
sign  stood  for  a  single  sound  of  a  lanauacre  (Creek  a  ‘alphabetic  systems  in  witich  the  written 
2.2,  p.  41.)  Aramaic,  Hebrew,  Latin,  Indie,  etc.)  (See  Figure 

Kramer,  op.  cit.,  p.  229. 


MANKIND’S  PASSAGE  TO  CIVILIZATION -AND  TO  SCHOOL 


41 


Figure  2.2 


Pictograph  to  Alphabet:  the  diagram  shows  how  aleph,  an  ox 
of  our  dpTaber"^  ^  ^ 


eqyptian 

hieroglyph 

Semitic 
proro  sinaitic 
^  1600  -  1400  b.c. 

early 

canaamte 
1400- 1300  he 

canaanite 
e.  1200  he. 

TST" 

1100  - 1000  ixc 

archaic  -forms 

850-700-^  b.c 

iatin 

alphabet^ 
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N 

Stuart  Piggott  (ed.),  Tfie  Dawn  of  Civilization,  McGraw-Hill,  New  York,  1961,  p.  160, 


comments  are,  ot  course,  highly  speculative  and  go  well  beyond  the  limits 
oi  historical  precision  with  respect  to  the  protoliterate  period  for  which  the  historical 
record  is  so  limited.  But  they  are  clearly  grounded  in  the  empirical  evidence  that  has 
been  dated  as  bebnging  to  the  later  city-state  period  of  Sumerian  liistory  for  which  we 
now  have  considerable  written  documentation.  The  only  question  is  the  matter  of 

precise  timing,  a  question  that  continues  to  be  uncertain  so  long  as  unm^Sle 
written  records  are  unavailable.  ^  unmistakable, 


unon  fm?  of  the  School  (3000  B.C.-2500  B.C.).  Building 

upon  the  halt  nullenium  of  achievement  by  the  temple  communities,  a  still  more  com- 
plicated  form  of  social  organization,  the  city-states  of  Sumer,  produced  a  remalkabTe 
evel  of  civilization  in  Lower  Mesopotamia  which  not  only  inBuenced  the  neiahborinc^ 
0  societies  to  the  north,  east,  and  west,  but  undoubtedly  affected  the^  rise  of 

vUlev  r  H  a""*  civilization  of  the  Indu! 

Valley.  It  was  during  this  period  in  Sumer  that  the  appearance  of  a  formal  system  of 

free"  arouns  ^he  city  was  in  essence  an  association  of 

fhemS?  ^  I-  ^  consisted  of  differentiated  classes,  organized 

rather  thTn  uDrnT'''l  purposes  based  upon  territorial  residence 

rather  than  upon  kinship  or  religion.  Thus  they  were  citizens  of  a  city-type  political 

organization  embracing  one  or  more  of  the  temple  communities  whicdf  hL  been 

rgamzed  for  predominantly  religious  and  economic  purposes.  Each  citizen  apparently 
belonged  to  one  of  the  temples  as  well  as  to  the  city  apparently 

the  basis  of  1  i  f  occasional  strong-man  or  war  leader  rose  to  power  on 

tk  coTncS  of  eM  semisecular  king,  together  with  his  aristocra- 

tic  council  of  elders  or  nobles  and  his  popular  assembly  of  “men”  or  commoners 

constituted  the  earliest  form  of  secular  political  structure  that  can  be  called  a  state  As 
he  kings  came  to  exercise  increasing  political  authority,  they  deliberately  enlisted  the 
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loyalties  of  the  people  or  the  citizens  of  the  city-states  who  in  turn  developed  a 
consciousness  of  themselves  as  belonging  to  the  city  and  as  having  an  affinity  in 
common  with  their  fellow  citizens.  The  development  of  the  king’s  palace  as  a  social 
institution  requiring  military  as  well  as  civil  administration  made  of  it  a  rival  to  the 
priestly  temples,  both  of  which  needed  a  corps  of  literate,  educated  managers.  Skilled 
craftsmen,  entrepreneurial  merchants,  and  trained  professionals  mingled  with  farmers 
and  peasants  in  the  active  marketplaces  of  the  cities  where  ideas  as  well  as  goods  were 
briskly  exchanged. 

It  was  in  this  setting  of  social  heterogeneity  and  busy  vitality  that  the  Sumerian 
cities  became  intellectual  and  cultural  centers  as  well  as  political,  economic,  and 
religious  centers.  Not  only  did  the  cities  consist  of  large  numbers  of  persons  who  did 
not  produce  their  own  food,  but  they  also  began  to  develop  a  peculiarly  urban  or 
civilized  outlook  on  the  possibilities  of  social  change.  They  developed  a  new  confi¬ 
dence  in  their  ability  to  control  the  rivers  by  irrigation  or  drainage,  to  produce  better 
crops,  to  build  more  imposing  temples  or  palaces,  and  to  spread  their  ideas  to  the 
countryside  or  to  other  cities.  Apparently  they  felt  it  was  their  destiny  to  do  all  these 
things. 

In  sum,  the  Sumerian  cities  began  to  influence  strongly,  if  not  transform,  the 
folk  societies  with  which  they  came  in  contact.  The  peasant  villager  who  experienced 
for  the  first  time  the  vast  monumental  temples  or  the  palaces  of  tire  kings  or  the 
markets  could  not  help  but  feel  the  force  of  change  that  the  city  displayed.  And  the 
warrior  bands  that  swooped  down  from  the  mountains  or  in  from  the  deserts  to 
plunder  and  depart  or  to  conquer  and  stay  were  also  transformed  to  a  greater  or  lesser 
extent  by  the  city  life  they  encountered.  As  they  did  this,  they  became  civilized  by  the 
ways  of  the  city.  They  were  never  again  quite  so  isolated,  or  quite  so  homogeneous,  or 
quite  so  unspecialized  as  were  the  folk  societies  who  never  had  the  encounter. 

What  held  the  civilized  way  of  life  together,  what  enabled  it  to  spread  during  the 
formative  period  and  to  maintain  itself  through  all  sorts  of  political  storms  were  not 
only  the  technological  achievements  of  the  Bronze  Age  but  a  central  cultural  corpus  of 
knowledge  and  ideas  developed  by  and  handed  on  by  that  remarkable  institution 
known  to  us  as  a  school  and  to  the  Sumerians,  who  invented  it,  as  an  edubba.  The 
neolithic  farmers  could  adopt  better  tools  from  the  city  craftsmen  and  thus  become 
better  farmers  or  peasants,  and  the  nomadic  warrior  bands  could  borrow  bronze 
weapons  or  make  better  chariots  and  thus  become  superior  warriors,  but  neither  the 
farmers  nor  the  nomads  could  become  truly  civilized  until  they  borrowed  the  literate 
means  of  education  which  the  Sumerian  cities  had  created  and  which  in  turn  helped  to 
shape  the  character  of  the  first  exemplars  of  urban,  civilized  life. 

We  do  not  possess  many  details  concerning  the  exact  character  of  the  earliest 
schools  of  the  formative  period,  but  we  do  have  the  competent  judgment  of  scholars 
that  “by  the  middle  of  the  third  millenium  B.C.,  there  must  have  been  a  number  of 
schools  throughout  Sumer  where  writing  was  taught  formally.”'^  From  the  large 
number  of  school  textbooks  in  the  form  of  clay  tablets  that  have  been  turned  up  in 

Kramer,  op.  cit.,  p.  229. 
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excavations  of  cities  dating  back  to  2500  B.C.,  Kramer  describes  the  earliest  known 
schools  as  follows: 

The  Sumerian  school  was  known  as  edubba,  “tablet  house.”  Its  original 
goal  was  what  we  would  term  “professional,”  that  is,  it  was  first  established  for 
the  purpose  of  training  the  scribes  necessary  to  satisfy  the  economic  and 
administrative  needs  of  the  land,  primarily,  of  course,  those  of  the  temple  and 
palace.  This  continued  to  be  the  major  aim  of  the  Sumerian  school  throughout 
its  existence.  However,  in  the  course  of  its  growth  and  development,  and 
particularly  as  a  result  of  the  ever  widening  curriculum,  it  came  to  be  the  center 
of  culture  and  learning  in  Sumer.  Within  its  walls  flourished  the  scholar-scientist, 
the  man  who  studied  whatever  theological,  botanical,  zoological,  geographical, 
mathematical,  grammatical,  and  linguistic  knowledge  was  current  in  his  day  and 
who  in  some  cases  added  to  this  knowledge.^ ^ 

This  then  is  a  brief  characterization  of  the  earliest  schools  known  to  have  been 
created  by  man.  They  were  a  constituent  element  in  the  origin  of  a  literate,  urban  way 
of  life.  They  were  professional  in  purpose  rather  than  religious,  or  arcane,  or  mystical, 
i.e.,  they  prepared  persons  to  engage  in  the  most  important  tasks  of  the  society  and  at 
the  highest  levels  required  to  plan,  manage,  and  administer  the  increasingly  complex 
affairs  of  society.  The  schools  produced  scribes  who  became  administrators  and 
leading  officials,  not  simply  “writers,”  for  “scribe”  became  the  shorthand  way  of 
saying  that  a  person  who  could  read  and  write  was  automatically  one  who  could 
administer  or  manage  something  beyond  his  own  personal  efforts  to  produce  food  or 
the  material  necessities  of  life. 

As  centers  of  professional  scholarship  which  enabled  the  educated  elite  to  apply 
their  knowledge  to  practical  affairs,  as  moulders  of  the  written  language  itself,  and 
eventually  as  fountainheads  for  the  production  of  creative  writing  which  ranged  across 
religious,  artistic,  or  scientific  themes,  the  Sumerian  schools  played  a  genuine  forma¬ 
tive  role  in  shaping  the  society  and  the  culture  which  in  turn  had  produced  them.  As 
the  potentiality  of  schooling  became  more  evident,  the  necessity  and  desirability  for 
some  persons  to  specialize  in  the  teaching  function  of  society  became  clear,  and  the 
original  corporations  of  priests  became  a  kind  of  model  for  creating  the  corporations 
of  scribes  who  formed  the  original  teaching  profession.  The  school  was  a  major 
element  in  the  stupendous  feat  of  civilizational  breakthrough  achieved  by  the 
Sumerians  in  the  formative  period  of  their  history.  A  people  who  created  the  urban 
way  of  life  itself  created  an  educational  institution  to  match. 

Florescence  and  Diffusion  (2500  B.C.  -  1500  B.C.) 

Scarcely  less  impressive  than  the  Sumerians’  achievement  in  creating  the  school  was 
the  widespread  diffusion  of  their  culture  and  education.  To  put  it  another  way,  the 
educational  system  created  by  the  Sumerians  during  the  first  millenium  of  their 
history  helped  to  civilize  the  successive  waves  of  peoples  who  extended  their  rule  over 
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Mesopotamia  during  the  following  2000  years.  As  the  center  of  political  power  moved 
from  the  southern  cities  of  Sumer  northward  and  upriver,  so  the  Sumerian  educational 
institutions,  literary  traditions,  and  bodies  of  knowledge  were  adopted  by  those  to  the 
north,  first  by  the  Akkadians,  then  by  the  Babylonians,  and  fmally  by  the  Assyrians, 
to  say  nothing  of  many  other  peoples  of  lesser  political  importance  (Gutians,  Elamites, 
Amorites,  Hurrians,  and  Kassites).  The  diffusion  of  the  Sumerian  cultural  tradition  by 
means  of  a  systematic  educational  system  makes  it  possible  to  speak  of  a  massive 
Mesopotamian  civilization  which  embraced  the  enormous  mixtures  of  peoples  who 
flowed  into  and  through  the  Tigris  and  Euphrates  river  region  for  some  2000  years 
following  2500  B.C. 

The  cultural  achievement  and  educational  system  which  characterized  such 
city-states  as  Erech,  Ur,  Lagash,  Eridu,  and  Nippur  were  displaying  a  high  point  of 
vitality  and  creativity  at  the  time  when  Sargon  of  Akkad  (2370-2315  B.C.)  conquered 
them  in  the  twenty-fourth  century  B.C.  The  Semitic-speaking  Akkadian  invaders,  duly 
impressed  by  the  cuneiform  writing,  the  schools,  and  the  literary  and  scientific 
achievements  of  the  Sumerians,  adapted  the  Sumerian  written  language  to  their  spoken 
tongue.  Sargon  was  able  to  exert  widespread  political  authority  over  the  Sumerian 
cities  not  only  because  he  built  a  large  and  effective  standing  army,  but  also  because  he 
built  a  strong  centralized  and  complex  hierarchy  of  officialdom  that  amounted  to  the 
incipient  bureaucracy  of  empire.  (See  Exhibit  15.1 —Imperialism  at  a  Glance,  pp. 
518-519.) 

Thereupon  followed  a  period  of  nearly  300  years  (2000  to  1700  B.C.)  of 
territorial  contention  among  states  with  the  pendulum  swinging  between  rival  groups 
of  oligarchies  on  one  side  and  strong-man  kings  or  tyrants  on  the  other.  Throughout 
this  period,  the  Alckadian  language  gained  in  strength  until  it  eventually  became  the 
official  language  of  the  entire  region,  while  Sumerian  gradually  disappeared  from 
current  usage,  becoming  a  classical  language  confined  largely  to  the  scribal  schools  of 
the  temples  and  palaces. 

The  period  of  Sumerian  history  came  to  a  close  with  the  winning  of  military  and 
political  power  over  Mesopotamia  from  still  further  upstream  by  the  kings  of  Babylon, 
the  most  notable  being  Hammurabi  (1792-1750  B.C.).  By  1700  B.C.  the  Babylonians 
had  spread  their  influence  over  the  whole  of  civilized  Mesopotamia,  and  the  Sumerians 
disappeared  as  a  political  entity.  But  their  cultural  and  educational  influence  by  no 
means  ended  at  that  point.  Just  as  the  Akkadians  had  taken  over  Sumerian  culture  and 
education,  so  did  the  Babylonians  take  over  the  Sumerian-Aldcadian  language,  culture, 
and  education.  This  meant  a  vast  expansion  of  influence  for  Sumerian  education.  The 
spread  of  scribal  schools  not  only  accompanied  the  spread  of  empire  but  made  possible 
its  very  realization. 

Despite  the  trend  toward  imperial  centralization  of  political  authority  and  the 
disruptions  caused  by  the  Indo-European  charioteer  invaders  beginning  around  1700 
B.C.,  there  is  evidence  of  continuing  vitality  and  flexibility  in  the  social  organization 
of  the  cities.  Of  particular  interest  to  the  history  of  education  is  the  fact  that 
professional  associations  (not  primarily  political  or  economic)  provided  a  kind  of 
mutual  protection  and  status  for  highly  trained  and  educated  persons.  There  seemed  to 
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be  genuinely  independent  associations  of  diviners,  priests,  physicians,  or  scribes,  all  of 
whom  required  extensive  education. The  strength  of  such  professional  organizations 
enabled  them  to  survive  the  rise  and  fall  of  empires  for  nearly  2,000  years. 

For  several  hundred  years  the  educated  classes  of  Mesopotamia  were  of  necessity 
bilingual.  Even  though  Akkadian  replaced  Sumerian  as  the  spoken  language  of  the 
people,  the  literary  output  in  the  Sumerian  language  continued  until  around  1500  B.C. 
The  scribes  of  the  edubbas  not  only  wrote  in  Sumerian,  they  began  to  translate  the 
Sumerian  works  of  all  kinds  into  Akkadian.  First,  law  codes,  royal  inscriptions,  and 
legal  decisions  began  to  appear  in  Akkadian,  and  then  the  Sumerian  myths  and  epics. 
Around  1700  B.C.  the  translation  of  Sumerian  texts  into  Akkadian  apparently 
stopped,  but  the  scribes  maintained  their  bilinguality  for  centuries.  Sumerian  texts, 
preserved  in  classical  form,  became  a  model  for  style  and  content  not  only  to 
Akkadians,  but  also  to  the  Babylonians  and  Assyrians,  as  well  as  to  the  Hittites  and 
other  peripheral  civilizations.  Even  the  Akkadian-speaking  scribes  in  the  edubbas  of 
the  Babylonian  period  could  write  new  works  in  Sumerian,  much  as  the  Italian-, 
French-,  and  English-speaking  scholars  of  the  Renaissance  in  Europe  could  compose  in 
classical  Greek  and  Latin. 

The  edubbas  at  their  best  were  quite  versatile  institutions.  As  the  story  unfolds, 
the  description  by  Kramer  is  extraordinarily  illuminating: 

It  was  in  the  course  of  the  last  half  of  the  third  millenium  that  the 
Sumerian  school  system  matured  and  flourished.  .  .  .  The  number  of  scribes  who 
practiced  their  craft  throughout  those  years  ran  into  the  thousands;  there  were 
junior  scribes  and  ''high”  scribes,  royal  and  temple  scribes,  scribes  who  were 
highly  specialized  for  particular  categories  of  administrative  activities,  and 
scribes  who  became  leading  officials  in  state  and  government.  There  is  every 
reason  to  assume,  therefore,  that  numerous  scribal  schools  of  considerable  size 
and  importance  flourished  tluoughout  the  land.  .  .  . 

Moreover,  rather  unldce  present-day  institutions  of  learning,  the  Sumerian 
school  was  also  the  center  of  what  might  be  termed  creative  writing.  It  was  here 
that  the  literary  creations  of  the  past  were  studied  and  copied;  it  was  here,  too, 
that  new  ones  were  composed.  While  it  is  true,  therefore,  that  the  large  majority 
of  graduates  from  the  Sumerian  schools  became  scribes  in  the  service  of  the 
temple  and  palace  and  among  the  rich  and  powerful  of  the  land,  there  were  some 
who  devoted  their  lives  to  teaching  and  learning.  Like  the  university  professor  of 
today,  many  of  these  ancient  scholars  depended  for  their  livelihood  on  their 
teaching  salaries  and  devoted  themselves  to  research  and  writing  in  their  spare 
time.  The  Sumerian  school,  which  probably  began  as  a  temple  appendage, 
became  in  time  a  secular  institution;  the  teachers  were  paid,  as  far  as  we  can  see, 
out  of  the  tuition  fees  collected  from  the  students.  The  curriculum,  too,  was 
largely  secular  in  character.^^ 


21 
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-  anal  of  the  schools  was  to  teach  the 

As  might  be  expected,  t  e  P  cuneiform  language.  So  the  teachers  drew  up 

aspiring  scribe  how  to  read  an  wr  j  j  3^  tablets  which  classified  the 

hundteds  ot  textboolcs  or  'ff"  and  memoriae.  Such  texts  thns 

syllables,  words,  and  phrases  tiu-ba-bi.  etc.)  and  classified  lists  of 

amounted  to  lists  of  elementary  ,1*;  cities,  and  the  like).  These 

signs  that  Stood  for  related  w or  almost  wholly  standardized  for  all  the 

lists  of  sips,  Le  into  rise  from  2000  B,C, 

schools  of  Sumer  by  2000  J  of  dictionaries  or  encyclopedias  in 

onward,  many  of  the  texts  wer  bilingual  texts  that  has  made  the  task  of 

both  languages.  It  is  the  the  sequences  of  language 

comparative  linguisUc 

development  from  Sumerian  to  A  thmisand  years  also  reflected  an  educational 

The  linguistic  “”“"7  atou“ot  came  in  contact  with 

continuity.  In  some  cases  a  new  °  ^  ^en  to  the  established 

the  Sumetian-Akkadian  school  77™"  7'*  ‘ ‘“d^d  to  set  up  schools  in  their 
schools  of  Mesopotamra  to  7““  7s  the  afen  peoples  would  impotl  Sumerian, 
own  lands  upon  theit  teMn^I"  oft  7  exchange 

rfsLSSU«a:s^dTachetss»m^ 

Tigris-Euphrates  Valley.  apparently  dominated  by  language 

Although  the  curriculum  of  the  eauDoajj  also  to  secular 

and  literary  studies,  the  pattern  o  arc  eo  codified  laws  royal  edicts,  all 

studies.  Students  copied  legal  The  ele- 

kinds  of  letters,  f  f  computation  tables  and  measurement 

mentary  study  of  rnathematrcs  took  the  orrn  ^ 

related 

another  thousand  years.  Their  successors  apparently  were  satistied  py 

rCof  .  few  medical  lex.  Implies  .Ml  ^  “7^: 

srtLition  that  in  the  florescenl  days  ot  Sumerian  education  the  schools  had  a 


®  Kramer,  op.  cit.,pp.  105-111. 
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and  functional  relationship  to  the  principal  social  concerns  of  the  society -economic  as 

well  as  nolitical  and  administrative.  r  tu 

This  point  is  still  further  borne  out  by  a  study  of  the  occupations  of  the  fathers 
of  about  500  individuals  who  identified  themselves  as  scribes  around  2000  B.C. 


The  fathers  of  the  scribes,  that  is,  of  the  school  graduates,  were  governors, 
“city  fathers  ”  ambassadors,  temple  administrators,  military  officers,  sea  cap¬ 
tains  high  tax  officials,  priests  of  various  sorts,  managers,  supervisors,  foremen, 
scribes  archivists,  and  accountants-in  short,  all  the  wealthier  citizens  of  an 
urban  community.  Only  one  single  woman  is  listed  as  a  scribe  m  these  docu¬ 
ments,  and  the  likelihood  is,  therefore,  that  the  student  body  of  the  Sumerian 
school  consisted  of  males  only.^"^ 


In  short  the  edubbas  gave  a  literate  education  and  training  to  those  persons  who  were 
required’ to  plan,  manage,  and  administer  the  affairs  of  a  civilized  society  based  upon  a 
large-scale  polity,  an  urban  way  of  life,  and  extensive  social  and  economic  ditterentia- 

All  in  all,  the  florescent  period  of  Mesopotamian  education  was  marked  by  a 
great  stream  of  intellectual  continuity  and  literary  assimilation.  Each  age  and  each 
people  reworked  the  received  tradition  to  accord  with  its  own  characteristics.  And  the 
scho^ols  apparently  responded  to  outsiders  with  considerable  effectiveness,  helping  to 
acculturate  the  aliens  and  the  strangers  who  kept  coming  from  the  surrounding 
regions,  coming  either  to  conquer  and  settle,  or  to  trade  and  return  home,  or  to  learn 
and  be ’taught.  In  general,  Mesopotamia  gave  more  than  it  received  during  this  period, 
and  its  educational  system  was  one  of  the  principal  instrumentalities.  When  it  began  to 
lose  the  power  to  influence  others,  to  teach  them  its  accumulated  knowledge,  to  share 
its  intellectual  treasure,  and  to  adapt  itself  to  the  needs  of  others,  its  creativity  as  a 
civilized  core  area  began  to  weaken.  A  deadening  formalistic  education  was  one  of  the 
signs  of  decline. 


Congealing  and  Dispersion  (1500  B.C.-500  B.C.)  ... 

During  the  last  third  of  Mesopotamia’s  three  thousand  years  of  life  as  a  distinctive 

civilization  two  major  trends  marked  the  history  of  education,  each  denoted  by  a 

different  meaning  of  the  term  dispersion. 

In  the  first  sense  of  dispersion,  the  Sumerian-Akkadian-Babyloman  tradition  ot 
scribal  education  was  diffused  or  disseminated  through  much  of  the  Middle  East,  far 
beyond  the  confines  of  the  Tigris-Euphrates  Valley.  The  principal  political  carrier  ot 
the  Mesopotamian  educational  tradition  was  the  Assyrian  Empire  which  at  its  heig 
included  most  of  Western  Asia  from  Iran  to  the  Mediterranean  and  Egypt.  Further¬ 
more,  the  Hittites  who  dominated  Anatolia  for  several  centuries  and  the  sea  peoples  ot 
the  Levant  who  traversed  the  Mediterranean  Sea  were  also  affected  by  the  Meso¬ 
potamian  cultural  and  educational  tradition.  Altogether  the  new  cosmopolitan  form  o 
civilization  that  was  emerging  in  the  Middle  East  rested  in  large  part  upon  organized 


^Ibid.,  pp.  231-232. 
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f  rt  .te  trained  professionals  who  administered  governments,  managed 
groups  of  literate,  formulated  laws,  and  taught  schools, 

armies  and  estates,  conducted  .  education  was  its  increasing  formalism  and 

The  second  trend  m  Mesopo  J  constriction  were  particularly 

narrowing  of  purpose  and  content.  T  g  t,a(iition  in  the  heartland  of  Mesopo- 

e,ide„.  in  .h.  citadels  o,  con*™, «  dc^y^ t,ad_  ^  , 

tamia,  while  the  centers  ot  chan  e  a  ^ 

tion  began  to  move  toward  the  Wes  ,  ^  , 

cities  of  the  Aegean  and  Gieece  g,^en 

dissipation  or  breaking  apart  ot  the  ^  ^  intellectual  leadership 

Mesopotamian  education  so  much  of  its  vitality 
during  its  formative  and  ‘lo^scent  pen 

The  reasons  for  these  two  trends,  b  P  ^gt  a  pattern  tor 

in  effect,  are  difficult  to  sort  civilizations  The  dispersions  of  Greek 

development  wlrich  seems  to  sio  education  in  the  late  days  ot  the  Roman 

|t:;ro"e^=nt  r;:a  .n,0.,  and  ot  Wcstctn  edncn.lon  In 

largely  unchanged  by  the  Assyiia  Reaching  the  height  of  then  power  in  the 

f„:  Jentd  century  ,0  »i=  d,cl,  t".t„  to  be  occttl.town  b, 

eigjrt  and  seventh  centuries  B.C.  the  Assy  ^  Neo-Babylonian  dynasty,  ot  whom 

Chaldean  conquerors,  o  ten  c  century  B.C.  Finally,  the 

Nebuchadnezzar  II  was  the  most  ot  the 

pohtical  independence  of  Mesopotami^a  c,  conquered  Babylon 

Medes  who  conquered  Nineveh  in  61-  .  ^.  ^  g,^,,y,on  was 

in  539  B.C.  In  the  fifth  century,  purposes  the  influence  of  the 

destroyed  and  the  priesthood  .  j  religious  and  educational  tradition  had 

central  core  of  the  Mesopotamian 

come  to  an  end  even  though  cuneifo  d  ^  ^  alternating  with  ex- 

Despite  the  recurring  episodes  o  ' p,,Lied  throughout  this 

panding  imperial  rule,  an  ever-giow  g  deliberately 

Lsmopohtan  period  of  Me-potannan  ^  ,,e  schools.  In  the 

stimulated  urbanization.  And  where  the  c  continued  to  be  Babylon,  Damascus, 

S^Airandts^burb^r  millenium  B.C.  they  were  being  rivalled  by 

^^"^^M^emty^affiirfourtLnth  century  B.C.,  one  of  the  rnost  Mmousmfl 
u.ad,  ar«m..io„at  couco»«  of  tpokcn  "It  gu*Tlte 

^„-o.s'«d  »etcbu„,c,  “I'™  — 

being  earned  out.  From  1000  much  of  the 

became  “““to  i  C  onward  ibe  cities  on  the  coast  of  Anatolia  began  to 

rtniortes  rr4“  Bt 

V B.C.  .»  ,00  B.C.  wa,  no.  only  a  period  of 
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.ap.d  spreading  of  city 

r.r— s"w'k1  "nSve  cnce.s  .Je  .he  ehiee  of  .he  ees.e.o  Medi.e,. 

nlulfttemaen.  cen.ers  of  Ihe  .radltional  culture  tended  to  turn  in  upon 

themselves  and  perpetuate  the  literary  and  linguistic  forms  ot  the  classical  languages  of 
Sumer  and  its  AWcadian  variations.  As  so  often  happened  m  later  civilizations,  the  high 
^  P.tiae  schools  became  the  citadels  of  traditional  learning,  glorifying  the  purity  and 
Te  at  uy  of  the  Great  Tradition  of  culture  and  proclaiming  themselves  as  the 
Menders  of  the  true  knowledge  against  those  who  would  neglect  or  corrup  it^  The 
11  hematical  the  scientific,  and  the  practical  components  of  the  earlier  scribal  schools 
r?  Tin  favor  of  the  purely  Uterary  and  linguistic.  The  original,  generous  protes- 
silnaTpurpose  of  the  Sumerian  erfnhfofl -designed  to  train  scribes  for  the  major  public 
Sirs  of  the  city  the  state,  the  temple,  and  the  economy-became  a  narrow,  technical 
purpose-  to  trail  experts  adept  in  writing  the  cuneiform  language,  which  itselt  w^ 
fosT  ground  to  the  more  simplified  languages  ot  the  West  Semites  and  the  Gre  k  . 
Tliis^cOTStricted  view  of  Mesopotamian  education  narrowed  the  meaning  of 

profes^noUcnb^  this  looking  to  the  past,  tended  to  happen  over 
tdPn  f.  (Treat  civilization  found  itself  under  attack,  losing  its  political  power,  or  being 
iLed  S  uTw:.  a“m™e  .uerjetlc  societies.  The  d.fentiets  of  the  Gtea,  Tradition 
Ind  to  glorify  its  classic,  golden  era  and  to  argue  that  the  language  and  literature  the 
eSion  h  culture,  the  systems  of  thought,  the  moral  and  aesthetic  virtues  ot  the 
eariier  days  must  be  preserved  and  transmitted  unchanged  to  successive  generations  it 

the  civiUzation  itself  is  to  survive.  So  perhaps  for  the  *e  ‘"^'i^Teme  Tuh 

a  so-called  classical  education  were  formulated  and  defended^  T  , 

appropriate  variations,  can  be  heard  in  Hellenistic  times,  m  late  Roman  tirnes,  in  late 
Tdieval  times  and  in  late  Renaissance  times.  It  can  even  be  heard  m  late  modern 
times  as  the  Western  colonial  powers  extolled  their  own  classical  forms  ot  education  as 
prime  agencies  for  “civilizing”  the  less  advanced  peoples  ot  Asia,  Africa,  and 

^""Meanwhile,  the  newer  and  more  aggressive  peoples  with  less 
were  often  ea»er  to  accept  the  higher,  classic  culture  ot  the  older  cmlization  as  a 
means  of  learning  the  lessons  and  of  entering  the  charmed  precincts  of  civilization 
itself  Some  new  societies  might  borrow  or  assimilate  the  old  without  making  basic 
changes  of  their  own.  This  is  largely  what  the  Babylonians  and  Assyrians  did  during 

the  three  thousand  years  of  Mesopotamian  civilization. 

bT  oTr  peoples  not  only  learn  the  lessons  of  the  old  and  emulate  or  assirnilate 
nuch  of  it  but  Lo  basically  reassess  and  modify  it  on  their  own  tenns  and  in  hgh  of 
Te  l  own  characteristics  and  aspirations.  In  the  process  they  develop  a  distin  t.  e 
cMlization  of  their  own.  This  is  what  the  peoples  of  the  Levant  and  the  Aegean  did  m 
the  first  millenium  B.C.  when  they  came  in  contact  with  the  great  variety  of 

ideas,  and  customs  that  flowed  through  the  Eastern  ^^^T'^TetThe  north 
Mesopotamia  to  the  east,  Egypt  to  the  south,  and  Aiiatoha  and  Greece  ^ 

Thus  it  was  that  the  scribes  of  the  coastal  cities  of  the  Uvant  not  only  touna 
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themselves  in  another  Babel  of  spoken  tongues,  but  also  in  a  labyrinth  of  written 
languages,  each  with  hundreds  of  signs  and  symbols  to  master.  These  included  the 
cuneiform  of  the  Sumerians,  Akkadians,  Hittites,  and  Hurrians,  and  the  hieroglyphics 
of  the  Egyptians  and  the  Cypriote-Minoans.  Beginning  as  early  as  the  seventeenth  or 
sixteenth  century  B.C.,  the  scribes  of  Palestine  and  Syria  began  the  experiment  of 
simplifying  the  several  systems  of  logographic  writing,  an  experiment  that  eventually 
resulted  in  a  variety  of  syllabic  scripts.  From  the  eleventh  century  on,  these  syllabic 
forms  of  writing  were  still  further  simplified  to  the  point  where  the  nurnber  of  written 
symbols  was  reduced  to  the  signs  needed  to  represent  the  relatively  few  sounds  that 
are  used  in  a  spoken  language.  These  thirty  or  so  signs  came  to  make  up  the  alphabets 
of  the  major  languages.  The  Phoenicians  are  usually  given  credit  for  the  feat  of 
inventing  an  alphabet.  However,  Gelb  argues  persuasively  that  the  West  Semitic  scripts 
were  really  syllabic  and  not  fully  alphabetic,  because  they  did  not  have  signs  for  the 
vowels,  and  that  the  Greeks  created  the  first  true  alphabet  by  inventing  signs  for  the 
vowels  as  well  as  for  the  consonants. (See  Figure  2.2,  p.  41  ) 

The  point  here  is  twofold:  the  new  creativeness  in  language  development  arose  in 
international  centers  where  the  mingling  of  peoples  led  to  new  intellectual  and 
educational  forms;  whereas  the  ancient  centers  made  a  virtue  of  maintaining  the  old 
forms  of  writing  (and  of  education)  despite  their  complexity  and  inability  to  respond 
easily  to  social  and  intellectual  change.  The  scribes  who  had  mastered  the  difficult 
cuneiform  language  after  many  years  of  hard  work  had  a  vested  interest.  They  were 
not  likely  to  admit  that  easier  and  simpler  methods  of  writing  and  of  education,  wliich 
could  be  mastered  in  a  shorter  time  by  larger  (and  thus  less  able)  numbers  of  people 
could  be  better  than  the  old. 

The  professional  purpose  of  the  original  Mesopotamian  schools  was  eventually 
lost,  but  the  organizational  framework,  that  enabled  the  schools  to  develop  in  the  first 
place  by  achieving  a  corporate  life  for  scribes  and  teachers  became  ossified  into  a 
protectionist  cult  that  sought  to  resist  change.  At  that  point  Mesopotamian  education 
became  so  congealed  that  it  was  susceptible  to  the  disintegrative  forms  of  dispersion 
rather  than  its  disseminative  qualities.  It  no  longer  had  the  power  to  share  its  ancient 
abundance  through  the  disseminating  powers  of  dispersion.  The  peoples  with  alpha- 
betic  languages,  who  could  realize  their  promise  of  wider  literacy  through  broader 
access  to  schools,  created  the  newer  and  more  dynamic  centers  of  civilization  which 
successive  societies  and  cultures  would  come  to  emulate. 

Meanwhile,  the  Old  Babylonian  literary  tradition,  which  had  been  formulated 
1  1600  B.C.,  began  to  be  standardized  and  canonized  from  about 

+V,  +  e  '  '  the  whole  literary  tradition  was  pressed  into  compendia 

that  formed  the  prescribed  curriculum  of  the  schools.  Whatever  was  not  in  the 
umcu  um  was  not  worth  knowing.  Literature  lost  its  creative  force  and  began  to  be 
frozen  mto  stereotyped  forms,  the  pedagogical  goal  for  scribe  and  student  stressed 
slawsh  copying,  even  to  the  specific  form  of  wording  that  had  to  be  followed  in 
edition  after  edition  so  that  the  original  would  be  preserved  without  change.  This 

msl  Press,  Chicago,  1 952.  (Phoenix  edition, 
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formalistic  transmission  of  the  corpus  of  the  literary  tradition  became  the  principal 
task  and  goal  of  the  scribal  schools. 

Indeed,  it  could  be  argued  that  in  this  case  educational  practice  was  a  formative 
influence  in  the  more  general  constriction  and  fossilization  of  Mesopotamian  civiliza¬ 
tion  itself.  For  example,  the  virtual  absence  in  the  curriculum  of  a  whole  genre  of 
literature  later  made  famous  by  the  Greeks-history,  social  and  political  criticism 
philosophy,  logic,  and  moral  or  ethical  analysis-meant  that  the  Mesopotamian  schools 
and  their  teachers  were  not  really  engaged  in  educating  youth  for  citizenship  for  their 
social  roles,  or  for  intellectual  challenge.  Mesopotamian  education  thus  weakened  the 
texture  of  a  civilization  which  needed  to  face  momentous  social  changes  but  was  not 
able  to  rise  to  the  challenge. 

Instead,  Mesopotamian  education  was  content  to  rehearse  and  rehash  the  lessons 
of  a  purely  literary  scholarship  husbanded  by  successive  generations  of  increasingly 
cloistered  academic  scribes.  Above  all,  they  cherished  the  complex  and  difficult 
cuneiform  literature  which  also  was  becoming  more  and  more  remote  from  the  spoken 
language  of  the  times.  The  scribes  seemed  to  glory  in  the  obscurity  of  their  classical 
language.  There  is  even  evidence  that  they  not  only  did  not  try  to  compete  with  the 
newer  and  more  efficent  scripts  by  simplifying  the  cuneiform,  but  even  added  to  the 
number  of  logograms  in  use  during  the  first  half  of  the  first  millenium.  The  classical 
language  of  the  schools  could  compete  with  the  new  vernaculars  and  the  new  scripts 
only  on  the  basis  that  it  bestowed  exclusive  powers  of  intellectual  achievement  and 
prestige  upon  those  who  were  admitted  to  the  academic  elite  and  who  acted  as  its 
self-appointed  custodians. 

Conclusion:  The  Curve  of  Educational  Development 

It  is,  of  course,  difficult  to  generalize  about  the  complicated  web  of  history  spun  out 
over  three  thousand  years,  encompassing  a  large  region  of  the  world  and  involving 
millions  of  people.  Yet  the  institutions  of  human  civilization  have  great  ingredients  of 
continuity,  stability,  and  uniformity  which  give  common  characteristics  to  diverse 
peoples  over  long  periods  of  time.  It  is  this  persisting  character  of  social  organization 
which  gives  some  validity  to  the  effort  to  generalize  despite  the  exceptions  the 
differences,  and  the  contradictions. 

In  the  process  of  generalization  I  have  found  what  seem  to  be  three  major 
periods  in  fire  three  thousand  years  of  Mesopotamian  educational  history,  each 
roughly  a  millenium  in  length.  The  first  third  (from  3500-2500  B.C.)  I  have  called  the 
fonnative  period.  During  this  time  the  Sumerians  created  organized  and  formal  schools 
to  go  along  with  their  creation  of  written  language,  temple  communities,  city-states, 
and  an  urban  way  of  life  based  upon  social  differentiation  and  specialization  of 
political  and  economic  tasks.  If  this  be  called  the  original  urban  revolution,  it  may 
also  be  called  the  original  educational  revolution.  The  schools  helped  to  produce  the 
trained  people  who  transformed  folk  societies  into  human  civilization. 

The  second  third  of  Mesopotamian  educational  history  (from  2500  to  1500 
B.C.)  I  have  called  the  florescent  period.  During  this  time  the  Sumerian  educational 
system  became  a  flourishing  institution  of  remarkable  scope  and  vitality.  As  it  was 
extended,  systematized,  and  adopted  by  Akkadians  and  Babylonians,  the  schools  were 
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turned  into  creative  centers  of  literary,  scientific,  and  practical  achievement  They 
helped  to  make  possible  the  elaborate  institutions  of  bureaucratic  and  imperial 
government,  international  trade,  and  intellectual  perspectives  that  marked  a  cosmo¬ 
politan  civilization  of  enormous  scope  and  vitality. 

The  final  third  of  a  distinctively  Mesopotamian  educational  history  (from  1500 
to  500  B.C.)  I  have  called  dispersive  period.  The  educational  system  slowed  down 
lost  its  creative  and  innovative  style,  and  became  much  more  formalistic  and  repeti¬ 
tious  in  character.  But  nevertheless  it  continued  to  be  disseminated  over  still  wider 
areas  of  the  Middle  East  by  the  Assyrian  Empire,  and  for  mucli  of  the  period  it 
continued  to  influence  the  successive  waves  of  pastoral  folk  peoples  and  the  satellite 
civilizations  of  the  region.  It  also  began  to  contract  and  congeal  as  it  became  less 
responsive  to  the  new  currents  of  ideas,  languages,  and  peoples  who  were  on  the  move 
in  its  domain  and  on  its  peripheries.  Dispersion  came  to  mean  dissipation,  decay,  and 
eventually  disappearance  in  the  face  of  new  and  more  viable  forms  of  civilization  and 
education.  This  benchmark  curve  ot  educational  development  may  oversimplify  the 
story,  but  may  also  be  useful  as  a  conceptual  tool  with  which  to  look  at  successive 
civilizations  for  the  sake  ot  possible  comparisons.  The  pattern  is  schematized  in  Figure 

In  succeeding  chapters  we  shall  try  to  see  if  the  rhythm  from  formative  through 
florescent  to  dispersive  stages  of  development  is  unique  to  Mesopotamian  education  or 
whether  it  reflects  a  general  pattern  that  applies  in  some  useful  respects  to  educational 

developments  in  other  major  civilizations. 

Persisting  questions  that  deserve  particular  attention  have  to  do  with  the  innova¬ 
tive  versus  the  conservative  role  of  education  in  society.  Under  what  social  and  cultural 
conditions  does  education  contribute  to  social  change,  as  it  did  in  Mesopotamia  in  the 
formative  and  florescent  periods;  and  under  what  conditions  does  education  contri¬ 
bute  to  the  conservation  and  maintenance  of  traditional  ways  of  life  as  it  did  in  the 
^spersive  period?  Do  the  content  and  character  of  education  have  any  particular 

formative  influence  on  the  direction  that  civilization  itself  takes  in  different  periods  of 

time? 

We  are  not  ready  to  answer  these  questions  in  detail,  and  perhaps  we  shall  never 
be  able  to  do  so  with  great  assurance  or  certainty,  but  the  analysis  of  Mesopotamian 
education  leads  me  to  these  propositions: 


.  When  organized  education  is  deliberately  designed  to  prepare  persons  directly 
tor  a  fairly  wide  range  of  the  key  roles  required  for  the  conduct  of  public  affairs 
in  a  society  (political,  economic,  professional,  and  technical),  it  is  likely  to  be 
more  innovative  than  when  its  purpose  is  to  prepare  persons  for  a  limited 
occupation  or  a  particular  class  in  society.  For  example,  the  early  scribal  schools 
ot  Mesopotamia  trained  young  men  for  all  the  major  tasks  of  managing  and 
a  mims  ering  an  increasingly  complex  society,  whereas  the  later  schools  focused 
ore  exc  usive  y  upon  the  tasks  of  preparing  a  limited  scribal  class  whose  major 
TTn  ^  and  preserve  the  literary  and  religious  tradition  of  the  past. 

perspectives  of  the  mind  of  the 
student  and  try  to  make  him  self-objective  towards  himself  and  his  society  and 


Figure  2.3  The  Curves  of  Educational  Development  in  Mesopotamian  and  Egyptian  Civilizati 
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its  role  in  relation  to  other  peoples,  education  is  likely  to  be  more  innovative 
than  v/hen  the  literary  studies  concentrate  upon  the  wisdom  literature  of  the 
past  and  serve  primarily  to  narrow  one’s  intellectual  horizons  or  divert  attention 
from  the  social  or  cultural  problems  of  the  contemporary  civilization. 

3.  When  the  sciences  and  applied  sciences  are  taught  with  concern  for  under¬ 
standing  the  general  principles  involved  as  well  as  for  the  application  to  technical' 
and  practical  problems,  the  education  is  likely  to  be  more  innovative  than  when 
they  are  taught  primarily  as  rules  of  thumb  contained  in  “how-to-do-it” 
manuals. 

4.  When  the  attitudes  inculcated  in  students  stress  an  achievement  motivation 
directed  at  public  service  for  the  wider  society  as  well  as  individual  excellence  of 
work,  the  education  is  likely  to  be  more  innovative  than  when  it  concentrates  on 
developing  the  feelings  appropriate  to  the  ascribed  status  or  particularistic 
loyalties  of  an  ethnic,  religious,  kinship,  or  intellectual  elite. 

5.  When  the  teaching  profession  is  so  organized  that  its  priorities  include 
continuing  efforts  to  promote  the  society’s  powers  of  adaptability  and  its  ability 
to  deal  with  an  increasing  complexity  of  social  institutions  and  when  the 
profession  enables  its  members  themselves  to  become  creative  producers  in  the 
arts  and  sciences,  education  will  be  more  innovative  and  liberating  than  when  the 
organized  profession  concentrates  primarily  on  protecting  the  selection,  stan¬ 
dards,  qualifications,  and  welfare  of  its  own  members. 

6.  When  education  becomes  predominantly  formalistic  and  uncreative,  divorced 
from  the  major  practical  affairs  of  society,  and  closely  held  by  a  privileged 
academic  elite,  it  helps  to  promote  social  rigidity  and  general  decline  of  vitality 
in  the  civilization  itself. 

I  believe  that  the  history  of  Mesopotamian  education  illustrates  these  generaliza¬ 
tions.  At  least,  they  may  serve  as  hypotheses  to  be  tested  when  we  come  to  the 
civilizations  and  to  the  eras  when  the  written  historical  records  permit  considerably 
more  confidence  in  making  general  propositions. 


C.  THE  WIDENING  ORBIT  OF  CIVILIZATION 


We  now  double  back  in  time  to  discuss  very  briefly  the  history  of  education  in  the 
other  major  civilizations  that  marked  the  Afro-Eurasian  ecumene  in  ancient  times.  (See 
igures  1.1  and  1.2.)  The  second  major  center  of  civilizational  development  was  in  the 
Nile  Valley  of  northern  African;  the  third  in  the  river  valleys  of  northern  India;  the 
ourth  on  the  islands  and  shores  of  the  Aegean  Sea;  and  the  fifth  in  the  river  valleys  of 
^rthern  China.  We  shall  deal  first  with  Egypt,  and  then  very  briefiy  with  India  and 
China  before  moving  to  the  Aegean  which  led  directly  to  Greece  and  to  the  West. 


Education  in  Egyptian  Civilization 

We  begin  tMs  essay  on  the  role  of  education  in  Egyptian  civilization  by  asking  the 
question,  Does  the  curve  of  educational  development  as  outlined  for  Mesopotamia 
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apply  to  Egypt?”  The  answer  in  all  candor  must  be,  “It  does,  and  it  doesn’t  ”  The 
chronology  of  3000  years  of  Egyptian  history  is,  of  course,  a  complicated  and 
specialized  matter  upon  which  the  experts  disagree.  For  purposes  of  this  discussion  I 
have  adapted  the  periodization  and  chronology  given  by  John  A.  Wilson^’  and  applied 
it  to  the  educational  development  as  follows; 

3200-2700  B.C.  Formative  Period 

A.  Mesopotamian  Stimulation  (3250  B.C.  ±  150  years) 

B.  First  and  Second  Dynasties  (3100-2700  B.C.) 

2700-1800  B.C.  Florescence  and  Revival 

A.  Old  Kingdom  (2700-2200  B.C.) 

1 .  Third  through  Sixth  Dynasties 

B.  First  Intermediate  Period  (2200-2050  B.C.) 

1 .  Seventh  through  Eleventh  Dynasties 

C.  Middle  Kingdom  (2050-1800  B.C.) 

1.  Twelfth  Dynasty 

1800-500  Repetition  and  Dispersion 

A.  Second  Intermediate  Period  (1800-1500  B.C.) 

1 .  Thirteenth  through  Seventeenth  Dynasties 

2.  Hyksos  Rule 

3.  Eighteenth  Dynasty 

B.  Empire  (1500-1100  B.C.) 

1 .  Eighteenth  through  Twentieth  Dynasties 

C.  Post-Empire  Period  (1 100-500  B.C.) 

1.  Twenty-first  through  Twenty-sixth  Dynasties 

D.  Persian  Conquest  (525  B.C.) 

If  we  superimpose  this  outline  of  Egyptian  education  upon  the  curve  that 
represents  the  rhythm  of  organized  education  in  Mesopotamia,  we  get  Figure  2.2.  The 
answer  to  our  question  is  that  that  in  its  most  general  terms  the  Egyptian  experience 
does  seem  to  follow  a  rhythm  or  curve  that  begins  with  an  external  stimulation  and 
proceeds  through  formative  and  florescent  stages  that  ultimately  give  way  to  a  period 
of  formalism,  constriction,  congealing,  and  repetition.  To  be  sure,  the  various  periods 
are  different  in  length  and  intensity;  the  ups  and  downs  should  not  be  taken  too 
literally;  and  the  absence  of  definitive  historical  records  makes  close  comparison 
difficult. 

Formative  Period  (c.  3250  B.C.-2700  B.C.).  In  contrast  to  the  widespread  intercultural 
contact  among  the  neolithic  societies  of  Mesopotamia,  the  folk  societies  of  Egypt 
clustering  around  the  Nile  Valley  apparently  had  relatively  little  contact  with  outside 
cultures  until  the  latter  part  of  the  fourth  millenium.  Then,  sometime  between  3400 
and  3100  B.C.,  it  seems  clear  that  the  transition  from  neolithic  folk  society  to 
civilization  took  a  sudden  leap  forward.  The  major  catalyst  in  this  abrupt  development 

^'[John  A  Wilson,  The  Culture  of  Ancient  Egypt,  Phoenix  Books,  University  of  Chicago  Press 

Chicago,  1965,  pp.  319-320. 
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seems  to  have  been  the  stimulation  received  from  the  Sumerian  protoliterate  civiliza¬ 
tion  of  Mesopotamia^^  in  the  form  of  art  motifs,  architectural  use  of  bricks,  cylinder 
seals,  potter’s  wheel,  metallurgy,  and  above  all,  the  idea  of  written  language.  The 
theory  is  that  whereas  the  Egyptians  did  not  borrow  the  cuneiform  characters  of 
Sumerian  script,  they  did  borrow  the  idea  that  written  symbols  could  convey  spoken 
words.  The  theory  is  further  supported  by  the  fact  that  Sumerian  influence  seemed  to 
be  localized  in  Upper  Egypt  rather  than  in  the  Delta.  This  meant  that  the  contact  with 
Sumeria  was  probably  by  sea  via  the  Gulf  of  Persia  and  the  Red  Sea  and  then  overland 
across  the  Wadi  Hammamat  to  Koptos  on  the  Nile,  just  below  ancient  Karnak  and 
Thebes.  (See  Figure  2.1.) 

We  do  not  know,  of  course,  who  did  the  travelling  to  make  the  contacts  with 
Sumeria.  The  fact  that  the  influence  seemed  to  be  all  one  way  from  Sumeria  to 
Egypt -would  seem  to  indicate  that  it  was  the  Sumerians  or  some  intermediary  peoples 
who  did  the  travelling.  Wilson  argues  that  the  influence  was  effected  not  by  conquest, 
nor  by  colonization  or  immigration,  nor  by  commerce  alone,  but  somehow  the 
influence  was  exerted  through  ‘•‘cultural  conquest  without  physical  conquest.”  Since 
no  one  knows  for  sure,  the  presumption  could  be  that  tlie  traveller  most  likely  to  pass 
on  the  idea  of  writing  without  conquest  or  commerce  as  prime  motives  might  indeed 
be  a  scribe  or  teacher,  or  at  least  a  literate  person;  and  if  he  was  not  fully  literate,  at 
least  he  had  to  be  familiar  enough  with  writing  to  convey  tlie  idea  that  written  signs 
could  convey  the  meaning  of  words.  Whoever  it  was,  the  point  is  that  the  stimulus 
quickly  energized  Egyptians  to  produce  a  literate  class  of  scribes  who  could  create 
their  own  system  of  writing  and  thus  catapulted  Egypt  into  civilization.  At  the  very 
least,  the  intellectual  and  educational  achievement  symbolized  by  Sumerian  writing 
apparently  had  a  formative  influence  in  producing  a  similar  civilizational  achievement 
in  Egypt. 

it  is  even  more  interesting  to  note  that  within  a  very  short  lime . and  contem¬ 

poraneous  with  the  appearance  of  writing— Egypt  was  unified  into  a  single  political 
entity  around  3100  B.C.  by  a  dynasty  from  the  south,  traditionally  attributed  to 
Menes.  It  is,  of  course,  wildly  speculative,  but  it  is  nevertheless  fascinating  to  contem¬ 
plate  that  the  contact  with  Sumeria  had  helped  the  rulers  from  the  south  to  develop 
new  techniques  of  social  organization  that  enabled  them  to  iinily  Egypt  i'rom  within. 
If  so,  it  would  not  be  the  last  time  that  one  element  in  a  society  gained  strength  over 
its  rivals  by  virtue  of  its  contact  with  the  educational  and  intellectual  achievements  of 
outsiders.  This  process  was  to  be  repeated  over  and  over  in  centuries  to  come-in 
Europe,  in  Asia,  in  Africa,  and  in  America.  Education  proved  early  in  man’s  career  to 
be  a  powerful  political  instrument. 

While  much  of  the  foregoing  is  speculative,  none  of  it  is  impossible.  What  is 
closer  to  verification,  however,  is  the  fact  that  Egyptian  education  in  the  early  phases 
of  its  formative  period  seemed  to  be  much  more  explicitly  shaped  by  political 
purposes  than  was  the  case  in  the  temple  communities  of  Sumer.  Tliis  leads  us  to  a 
brief  comparison  between  the  formative  periods  of  Mesopotamian  and  Egyptian 
civilizations.  What  took  a  thousand  years  in  Mesopotamia  took  five  hundred  years  in 
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Egypt.  This  was  partly  because  Egypt  had  the  advantage  of  borrowing  what  Sumer  had 
painstakingly  developed  over  a  long  period  of  time  and  partly  because  Egypt’s 
geographic  isolation  led  to  the  very  early  development  of  a  highly  centralized  political 
state  which  in  turn  speeded  up  the  building  of  civilization-but  at  enormous  cultural 
cost  to  its  creativity.  In  contrast,  the  independent  city-states  of  Sumer  laboriously 
built  up  a  common  cultural  and  educational  network  before  they  developed  a  political 
unity  which  was  eventually  imposed  upon  them  by  outsiders. 

Remember  that  the  three  characteristics  of  the  civilizational  process  in  Sumer,  in 
addition  to  the  invention  of  writing  and  schools,  were  urbanization,  social  differentia¬ 
tion,  and  political  institutionalization.  While  all  three  were  interrelated,  urbanization 
and  social  differentiation  played  especially  significant  roles  in  the  formation  of  the 
Sumerian  temple  communities  while  political  institutionalization  under  the  war  leaders 
came  later  with  the  rise  of  the  city-states. 

In  contrast,  the  formative  period  in  Egypt  took  place  primarily  under  the 
political  stimulus  and  leadership  of  the  pharaoh-king,  who  made  the  entire  land  of 
Egypt  into  a  kind  of  enormous  personal  estate  ruled  by  him  from  his  elaborate 
household  or  court -city.  Cities  were  never  as  important  in  Egypt  as  they  were  in  Sumer 
or  later  in  Greece,  and  the  cities  of  Egypt  never  achieved  the  fairly  large  measure  of 
autonomy  that  they  did  in  the  Mesopotamian  empires  or  in  the  Hellenistic  or  Roman 
empires.  Another  way  to  put  it  is  that  Egypt  “never  reached  the  full  urban  stage. 

Similarly,  even  though  Egypt  did  display  the  growth  of  social  differentiation  and 
specialization  of  economic  and  political  functions  characteristic  of  civilization  else¬ 
where,  it  did  not  produce  the  strong,  wealthy,  self-conscious  organizations  of  a 
professional  kind  that  characterized  the  city-states  of  Sumer.  The  agricultural  villages 
remained  the  dominant  economic  unit;  the  cities  never  became  independent  intel¬ 
lectual  or  cultural  centers.  The  king’s  royal  household  played  the  role  of  the  city,  and 
the  king’s  family  of  officials  and  retainers  was  the  civil  bureaucracy.  This  meant  less 
autonomy  and  less  flexibility  in  Egyptian  civilization  from  the  very  beginning,  a 
circumstance  that  earlier  produced  less  creativity  in  Egyptian  education  and  a  longer 
period  of  constricted  repetition. 

Indeed,  the  development  of  writing  itself  may  have  had  an  even  more  important 
political  ingredient  in  Egypt  that  it  had  in  Mesopotamia.  The  usual  assumption  is  that 
writing  was  developed  in  Egypt  primarily  for  the  economic  advantage  accruing  from 
the  need  to  keep  an  accurate  calendar  to  predict  the  rise  and  fall  of  the  Nile  and  for 
the  religious  purposes  of  assuring  the  god-kings’  happiness  in  the  next  world.  The  very 
term  hieroglyphic  reveals  the  religious  and  magical  character  of  the  wall  writings 
designed  to  decorate  the  tombs,  temples,  and  monuments  of  the  kings.  But  the 
political  purpose  of  Egyptian  writing  is  revealed  by  the  early  development  of  a  more 
simplified  script  called  hieratic,  a  kind  of  shorthand  to  be  used  for  all  the  practical 
purposes  of  state,  economy,  and  science  for  which  the  hieroglyphic  script  was  too 
cumbersome  and  esoteric.  Its  political  purpose  is  stated  succinctly  by  Professor  Jean 
Lelant  of  Strassbourg  University,  who  says  that  “in  Egypt  writing  is  contemporaneous 
with  the  creation  of  the  single  state,  and  with  the  systematic  organization  of  irrigation. 
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Writing  was,  in  effect,  originally  an  instrument  for  the  communication  of  orders 
rather  than  for  a  registration  of  ideas.  It  is  absolutely  essentia!  for  organization  and 
command.”^^ 

Unfortunately,  we  know  even  less  about  the  role  of  education  than  we  know 
about  cultural  development  in  general  during  the  formative  period  of  the  first  few 
dynasties.  Whether  or  not  there  were  any  formal  schools  cannot  be  affirmed  for 
certain.  Some  scholars  claim  that  all  education  prior  to  2000  B.C.  (i.e.,  prior  to  the 
Middle  Kingdom)  was  conducted  by  fathers  for  their  sons  or  by  officials  and  priests 
for  their  apprentices.  Other  scholars  argue  that  the  rapidly  expanding  bureaucracy  in 
the  formative  period  required  more  scribes  than  the  priesthoods  could  produce,  and  so 
a  special  class  of  scribes  with  a  special  education  had  to  be  created  to  supply  the  needs 
of  the  state  as  well  as  the  priesthoods. 

In  liglit  of  such  disparity  of  views  we  can  only  say  tliat  some  formal  group 
collaboration  must  have  attended  the  rapid  invention  of  such  a  complicated  writing 
system,  as  indeed  it  did  in  Mesopotamia,  and  some  forma!  instruction  or  schooling 
must  have  been  the  means  of  initiating  newcomers  into  its  mysteries.  If  this  could  have 
been  achieved  primarily  in  the  informal  atmosphere  of  private  homes  or  households  or 
by  an  apprenticeship  system  in  court  or  temple,  it  was  only  because  the  numbers  were 
few  and  the  more  intimate  circle  of  the  king's  househould  or  court  made  regular 
instruction  available  and  effective.  It  is  entirely  possible  that  tlie  style  of  life  in  the 
Egyptian  king’s  court,  in  contrast  to  that  of  a  Sumerian  type  of  urban  life,  could  have 
resulted  in  a  tutorial  form  of  education,  such  as  that  which  characterized  the  manors 
of  England  and  of  the  southern  United  States  in  contrast  to  the  formal  schools  of  the 
more  urbanized  communities  of  old  England  or  New  England.  But,  again,  there  is  so 
little  evidence  for  the  earliest  period  that  we  shall  turn  to  the  florescent  period  where 
the  evidence  for  schooling  is  unmistakeable  and  its  general  characteristics  clearer. 

Florescence  and  Revival  (2700  B.C.-1800  B.C.).  The  500  years  of  the  Old  Kingdom  are 
considered  to  be  the  great  creative  period  in  Egyptian  civilization.  This  is  the  period  of 
the  finest  workmanship  on  the  pyramids,  the  classics  of  art,  sculpture,  and  literature, 
and  innovations  in  science,  mathematics,  and  speculative  thought.  The  invention  of  the 
365-day  calendar  is  widely  recognized  as  a  remarkable  feat  of  precise  observation  and 
record-keeping;  a  compilation  of  medical  knowledge  known  as  the  Edwin  Smith 
Surgical  Papyrus  reveals  considerable  scientific  objectivity  and  relatively  little  reliance 
upon  magical  lore;  and  the  Memphite  Theology  reflects  a  nearly  rationalistic  effort  to 
arrive  at  a  basic  theory  explaining  the  creation  of  the  world  and  the  intelligible  laws  of 
the  universe  rather  than  a  recital  of  purely  customary  mythology. 

All  three  of  these  latter  instances  were  products  of  the  literate  scribes.  Their 
education  enabled  them  to  create  and  transmit  a  growing  body  of  systematic  knowl¬ 
edge  and  rational  thought,  much  of  which  had  a  highly  practical  purpose.  There  was 
little  intent  to  speculate  for  purely  intellectual  purposes  or  to  produce  art  for  art’s 
sake.  Politico-religious  practicality  seemed  to  be  the  dominant  rule. 

30 

Jacquetta  Hawkes  and  Sir  Leonard  Woolley,  Prehistory  and  the  Beeinnines  of  Civilization, 
Harper  &  Row,  New  York,  1963,  p.  664,  n.  13. 
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Writing  became  more  widespread  by  the  middle  of  the  Old  Kingdom  as  the 
demand  for  more  literate  officals  increased.  I  can  only  assume  that  this  meant  that 
schools  and  the  means  of  formal  instruction  also  increased  in  order  to  train  the 
members  of  an  expanding  bureaucracy.  It  is  entirely  possible  that  the  first,  or  at  least 
the  most  important,  schools  were  established  by  the  kings  at  their  courts  in  order  to 
train  scribes.  As  a  member  of  the  royal  retinue  and  official  family  of  the  king,  the 
scribe’s  role  ranged  from  that  of  the  lowly  but  essential  clerk  or  secretary  to  the 
highest  type  of  responsible  administrator. 

In  addition  to  the  court  schools  for  scribes,  there  were  undoubtedly  temple 
schools  whose  tasks  were  twofold,  to  replenish  the  supply  of  priests  for  the  ever¬ 
growing  priesthoods  charged  with  eternal  care  of  the  pharaoh-god’s  tombs,  and  to  act 
as  training  schools  for  the  civil  bureaucracy.  Actually,  these  two  functions  may  have 
been  scarcely  distinguishable  inasmuch  as  the  king  was  a  god-king  and  inasmuch  as  the 
high  priests  served  basically  as  public  officials. 

Finally,  there  is  evidence  that  the  various  government  bureaus  of  the  expanding 
bureaucracy  eventually  established  “department  schools”  as  a  means  of  training  their 
own  employees.  Schools  for  the  horse  cavalry  were  run  by  the  “Stable  Scribe”,  for  the 
treasury  by  the  “Silver  Scribe”,  for  agriculture  by  the  “Grain  Scribe”,  and  so  on  for 
architecture,  engineering,  vineyards,  library,  and  the  like. 

We  cannot  trace  the  ups  and  downs  of  educational  organization  through  the 
various  phases  of  the  florescent  period.  The  best  we  can  do  is  to  identify  some  of  the 
major  outlooks  and  attitudes  inculcated  in  students  by  the  educational  system  as  these 
are  revealed  in  those  typical  literary  forms  of  Egyptian  civilization,  the  “Manuals  of 
Instruction.”  These  books  of  advice  on  what  every  aspiring  boy  should  know  were 
written  as  a  kind  of  wisdom  literature  by  fathers  for  the  edification  of  their  sons.  What 
makes  the  books  of  instruction  doubly  interesting  is  that  they  were  apparently  not 
only  originally  written  as  teaching  devices  for  one’s  own  family  or  friends,  but  they 
eventually  became  textbooks  in  the  schools.  As  such,  they  were  copied  endlessly  as 
untold  generations  of  schoolboys  over  several  centuries  used  them  as  models  in 
learning  to  read  and  write  the  Egyptian  language.  This  wisdom  literature  glorifies  the 
goals  of  success,  material  wealth,  efficient  and  obedient  achievement,  and  confidence 
that  knowledge  and  hard  work  will  pave  the  way  for  the  student  to  become  the 
“compleat  bureaucrat.” 

The  busy  activism,  the  practical  optimism,  and  the  self-confident  aggressiveness 
of  the  Old  Kingdom  were  rudely  shattered  after  some  500  years  by  an  intermediate 
period  of  civil  strife  and  breakdown  in  the  central  authority  of  the  kings,  marked  by 
widespread  political  decentralization,  economic  decline,  and  loss  of  confidence  in  the 
future.  Despite  the  political  and  economic  difficulties  of  this  First  Intermediate 
Period,  the  scribes  and  tlreir  schools  apparently  continued  to  function  more  or  less 
effectively  under  the  tutelage  of  nobles  and  priesthoods.  They  even  managed  to 
produce  some  of  the  most  creative  pieces  of  Egyptian  literature,  ranging  from  counsels 
of  despair  or  indulgence  to  moral  crusades  for  greater  social  justice. 

The  promise  of  social  justice,  however,  was  overwhelmed  by  a  resurgence  of 
centralizing  power  by  the  pharaohs  of  the  Middle  Kingdom.  With  the  reunification  of 
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Egypt  by  a  king  from  the  south,  Egypt  embarkeci  upon  two-and-a-half  centuries  of 
renewed  expansion,  power,  and  selt-coniidence.  One  ot  llie  goals  was  a  deliberate 
renaissance  to  emulate  tlie  achievements  of  the  Old  Kingdom.  The  centripetal  power 
of  the  pharaohs  was  reasserted  over  the  provincial  nobles  and  tlie  corporate  priest¬ 
hoods,  a  new  capital  was  established  at  Thebes,  and  tlie  extraordinary  temple  to  the 
new  god  Amon  was  built  at  Kariiak.  As  cultural  aff'airs  and  classical  literature 
flourished  at  home,  the  influence  of  Egyptian  language  and  culture  spread  to  the 
Aegean,  the  Levant,  and  Anatolia.  This  outward  thrust  of  Egyptian  culture  and 
commerce  after  a  thousand  years  of  internal  civilizational  development  was  a  bit 
''■Unegyptian,”  but  it  is  characteristic  of  a  floreseent,  aggressive,  self-confident  civiliza¬ 
tion  that  it  should  try  to  disseminate  its  intellectual  wares  to  other  peoples. 

The  expansionism  of  the  Middle  Kingdom  undoubtedly  ailected  education. The 
profession  of  scribes  and  tlie  scliools  that  produced  tliern  were  actively  ''going” 
concerns.  Perhaps  the  best  expression  of  the  self-importance  in  which  tlie  scribes  held 
themselves  is  the  femous  Satire  on  the  Trades  wliicli  sets  fortli  a  classic  pattern  of 
outlook  toward  the  superiority  of  the  "wliite  collared”  professions  over  the  lower, 
menial,  and  manual  trades.  Thus  spoke  one  Khety  as  lie  travelled  up  the  Nile  to  place 
Ms  son  in  the  school  for  scribes  of  the  capital  city: 

I  shall  make  thee  love  writing  more  than  thy  |own1  mother.  .  .  .  Moreover, 
it  is  greater  than  any  [other]  office;  there  is  not  its  like  in  tlie  land.  .  .  . 

1  have  seen  the  metalworker  at  his  work  at  tlie  mouth  of  his  furnace.  His 
fingers  were  somewhat  like  crocodiles;  he  stank  more  than  fish-roe. 

Every  craftsman  that  wields  the  adze,  he  is  wearier  tlian  a  hoeman.  .  . . 
When  [the  stonecutter]  .  .  .  sits  down  at  the  going  in  of  Re  [sunset?! ,  his  thighs 
and  his  back  are  cramped. 

The  barber  is  (still)  shaving  at  the  end  of  dusk . 

After  paying  his  respects  in  similar  fashion  to  tlie  lot  of  the  merchant,  builder, 
gardener,  farmer,  weaver,  courier,  embalmer,  cobbler,  laundryman,  and  fisherman, 
Klrety  concludes  by  praising  the  rewards  of  the  scribe; 

Behold,  there  is  no  profession  tree  of  a  boss  except  for  the  scribe:  he  is 
the  boss. 

But  if  thou  knowest  writing,  then  it  will  go  better  with  thee  than  fin] 
these  professions  wMch  I  have  set  before  thee.  .  .  . 

What  started  out  as  a  satire  composed  by  a  literate  lather  tor  the  edification  of  his  son 
eventually  became  a  popular  textbook  of  accepted  truth  in  tlie  required  curriculum  of 
the  scribal  schools  of  the  Empire.  Instead  of  A  Satire  on  the  Trades  it  might  better 
have  been  called  The  Gospel  According  to  the  Sainted  Scribe. 

James  B.  Pritchard  (ed.).  Ancient  Near  Eastern  Texts  Relating  to  the  Old  Testament,  3rd.  rev. 
ed,,  Princeton  University  Press,  Princeton,  N.  J.  1969,  pp.  432-434. 
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Repetition  and  Dispersion  (1800  B.C.-500  B.C.).  For  a  second  time  the  seemingly 
sturdy  structure  of  Egyptian  political  power  was  shaken  to  its  foundations  by  civil  wars 
among  competing  dynasties  and  by  the  Hyksos  invaders  from  the  north,  who  con¬ 
quered  Egypt  and  ruled  it  for  200  years  from  within  their  walled  and  armed  camps.  As 
before,  however,  tliis  Second  Intermediate  Period  (1800-1500  B.C.)  retained  enough 
stability  and  continuity  for  the  priesthoods  to  survive  and  for  the  intellectual  and 
literary  corpus  to  be  handed  down  by  the  educational  system.  So  few  writings  have 
been  preserved  that  little  is  known  with  accuracy.  After  the  Hyksos  were  expelled  in 
1570  by  a  Thebean  dynasty  from  the  south,  a  new  and  imperialistic  Egypt  emerged 
which  had  strongly  nationalistic  overtones  but  which  basically  embodied  the  forms 
and  content  of  the  culture  and  education  of  the  florescent  period.  What  impresses 
most  historians  is  the  imitative  and  repetitive  character  of  the  culture  in  the  thousand 
years  embraced  by  the  Empire  and  the  Post-Empire  period  from  roughly  1500  to  500 
B.C. 

True,  there  were  signs  of  change.  The  foreign  conquests  of  the  Empire,  which 
took  its  borders  as  far  north  as  Syria  and  east  to  the  Euphrates,  brought  Egypt  into 
contact  and  competition  with  the  Hittite  and  Assyrian  Empires.  This  meant  the 
literature  of  the  schools  came  to  be  flecked  with  foreign  phrases  and  content.  But  the 
flirtation  with  the  cultures  of  other  peoples  had  more  effect  on  the  outsiders  than  it 
did  on  Egypt.  The  Canaanites  of  Palestine  borrowed  the  Egyptian  language  signs  and 
simplified  them  on  their  road  to  creating  an  alphabet,  whereas  Egyptian  literature 
rejected  outside  influence,  re-copying  its  own  classical  forms  even  as  it  adopted 
colloquialisms  and  relegated  classical  Egyptian  to  the  dead  language  of  religious  ritual. 

So  there  was  no  innovative  break  in  the  educational  tradition.  Repetition  was 
the  essence;  and  repetition  led  eventually  to  dispersion  in  the  sense  that  education 
became  congealed,  constricted,  dissipated  much  as  it  did  in  Mesopotamia.  But  there 
was  a  major  difference:  dispersion  meant  disintegration  rather  more  than  dissemina¬ 
tion.  As  Wilson  puts  it,  the  Egyptians  were  not  the  “cultural  missionaries”  that  the 
Mesopotamians  were  before  them,  and  the  Greeks,  the  Romans,  the  Arabs,  and  the 
Westerners  after  them.  Perhaps  it  is  just  as  well. 

While  Egyptian  education  under  the  Empire  was  able  to  respond  to  the  bureau¬ 
cratic  needs  of  a  reinforced  and  strengthened  central  government,  it  did  not  seem  to  be 
able  to  produce  any  new  ideas.  This  was  the  heyday  of  the  departmental  or  govern¬ 
mental  bureau  schools  (mentioned  earlier)  in  which  specialized  career  training  was  the 
order  of  the  day.  The  goals  of  training  the  efficient  bureaucrat  seemed  to  overshadow 
all  others.  No  significant  new  achievements  were  made  by  the  scribes  or  scholars  in  the 
fields  of  science,  mathematics,  engineering,  architecture,  medicine,  or  literature.  They 
seemed  to  be  focusing  their  attention  on  strengthening  the  specialized  hierarchies  of 
the  civil  bureaucracy  and  of  the  ecclesiastical  bureaucracy.  After  all,  Wilson  estimates 
that  the  priestly  brotherhoods  owned  one  person  in  ten  and  one-eighth  of  all  the 
arable  land  of  Egypt.  If  the  temple  priesthoods  were  this  powerful,  their  temple 
schools  must  also  have  been  a  power. 

No  wonder  that  the  ideals  expressed  in  the  wisdom  literature  of  the  Middle 
Kingdom  became  so  popular  in  the  Empire.  But  there  was  a  difference.  Khety  had 
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extolled  the  life  of  the  scribe  as  a  life  of  greater  ease  than  the  manual  trades  could 
provide,  but  he  also  extolled  the  ideal  of  public  service.  Now,  however,  the  life  of  the 
secretarial  profession  was  extolled  as  a  privileged  good  in  itself  and  even  a  haven  of 
retreat  from  public  life.  What  had  been  a  goal  to  be  achieved  by  the  upward-mobile 
Khety  for  his  son  had  apparently  become  a  vested  interest  to  be  preserved  at  all  costs 
by  the  scribal  schools  of  the  Empire.  Not  only  was  the  Satire  on  the  Trades  required  in 
the  schools  of  the  Empire,  but  the  imperial  scribes  produced  their  own  variations  on 
the  same  theme.  One  was  known  as  In  Praise  of  the  Learned  Scribes: 

They  did  not  make  for  themselves  pyramids  of  metal,  with  the  tombstones 
thereof  of  iron.  They  were  not  able  to  leave  heirs  in  children,  .  .  .  but  they  made 
heirs  for  themselves  in  the  writings  and  in  the  [books  of]  wisdom  which  they 
composed  .  . .  their  names  are  [still]  pronounced  because  of  their  books  which 
they  made,  since  they  were  good  and  the  memory  of  him  who  made  them 
[lasts]  to  the  limits  of  eternity. 

Be  a  scribe,  put  it  in  thy  heart,  that  thy  name  may  fare  similarly.  More 
effective  is  a  book  than  a  decorated  tombstone  or  an  established  tomb-wall. . . . 
It  is  better  than  a  [well-]  founded  castle  or  a  stele  in  a  temple. 

This  theme  on  the  values  of  the  life  of  a  scribe  and  the  value  of  knowledge 
transmitted  in  writing  was  repeated  over  and  over  in  the  copy  books  of  the  schools  of 
the  period.  “Be  diligent”,  is  the  most  common  exhortation  to  the  students;  constant 
praise  of  the  values  of  patience,  reticence,  piety,  humility,  and  abstention  from  the 
vices  of  drink  and  women.  Warnings  against  choosing  various  careers  are  also  common: 
the  worst  calamities  seem  to  befall  those  who  become  farmers,  soldiers,  charioteers, 
priests,  and  bakers.  The  remedy,  of  course,  is  to  become  a  scribe  and  an  official  to 
whom  all  good  things  will  come.  When  the  school  texts  were  not  being  directly 
moralistic,  they  often  contained  models  of  letter-writing  to  be  copied;  and  when  all 
else  was  said  and  done,  the  Egyptian  scribal  teacher  could  fall  back,  as  teachers  in  all 
literate  societies  may  do,  on  requiring  the  pupils  to  copy  straight  word-lists.  No  matter 
what  the  moral  ideal  might  be,  the  pedestrian  aim  of  learning  how  to  write  words 
correctly  was  ever  present,  especially  in  a  language  whose  orthography  was  as  difficult 
as  it  was  in  ancient  Egyptian. 

As  far  as  we  can  tell,  the  curriculum  of  the  beginning  scribal  schools  thus 
consisted  of  the  wisdom  manuals,  model  letters  (either  actual  or  imaginary),  and 
word-lists.  The  more  advanced  instruction  must  have  been  more  specialized  according 
to  the  kind  of  career  the  student  was  hoping  to  follow.  The  manuals  or  copy  books  in 
mathematics,  science,  and  medicine  give  virtually  no  explanation  of  rules  or  principles. 
They  give  the  impression  that  they  are  notes  made  by  a  master  craftsman  for  his  oral 
use  in  teaching  an  apprentice. They  seem  to  be  oblivious  to  the  problems  of 
pedagogy  or  teaching  method.  Indeed,  the  most  commendable  “advertisement”  an 

pp.  43 1-432. 
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author  could  give  his  text  was  that  it  followed  faithfully  a  text  that  had  been  written 
several  centuries  earlier. 

Little  can  be  said  of  education  in  the  post-Empire  period  except  that  formalism 
and  conservatism  and  repetition  seemed  never-ending  in  the  schools.  Just  as  the  art 
forms  deliberately  sought  to  copy  the  remote  past,  so  did  the  schools  repeat  the 
literary  formulas  of  the  past.  But  the  lively,  spirited,  confident  assurance  of  the  Old 
and  Middle  Kingdoms  seemed  to  be  gone.  The  qualities  of  withdrawal  and  quiet  piety 
seemed  to  be  most  in  favor.  The  ritualistic  preoccupation  with  the  hereafter,  a 
characteristic  so  fully  reflected  in  The  Book  of  the  Dead,  finally  became  a  reality  in 
the  late  Empire  and  post-Empire. 

The  dispersive  period  of  Egyptian  education  epitomized  the  conservative,  un- 
creative,  and  traditionalistic  school  systems  of  the  civilized  world,  slavishly  passing  on 
maxims  and  word  lists  of  an  eminently  “practical”  but  somehow  curiously  irrevelant 
nature.  The  literary  education  which  once  prepared  men  for  active  leadership  in  the 
bureaucracy  that  created  the  high  civilization  of  the  Old  and  Middle  Kingdoms 
somehow  no  longer  prepared  the  scribal  elite  to  direct  or  stimulate  national  develop¬ 
ment.  Even  the  wider  extension  of  literacy  beyond  the  few  top  officials  did  not  lead  to 
imaginative  drive  and  creativity.  The  steady  decline  of  the  civilization  seemed  to  be 
reflected  in  the  formalistic  and  highly  conventionalized  type  of  education  that  charac¬ 
terized  the  post-Empire  period.  And  this  was  the  kind  of  education  that  Egypt 
possessed  when  she  was  in  closest  touch  with  neighboring  peoples  and  societies  in 
Phoenicia,  in  Palestine,  in  Syria,  and  in  the  Aegean.  Her  colonies  abroad  might  have 
taught  her  much;  the  colonies  of  foreigners  inside  Egypt  might  have  learned  much.  But 
the  Egyptian  power  to  educate  had  been  dissipated;  only  the  power  to  repeat  the 
lessons  of  the  past  remained. 

Whatever  the  differences  the  civilizations  of  Egypt  and  Mesopotamia  displayed 
in  their  rhythms  of  educational  development,  I  find  a  basic  similarity  in  the  general 
movement  from  formative  to  florescent  to  formalistic  stages.  Egyptian  education 
generally  played  an  innovative  role  as  it  prepared  young  men  for  the  wide  range  of 
civil,  military,  and  religious  careers  demanded  by  the  burgeoning  society  of  the 
formative  and  florescent  years.  Then,  by  and  large,  the  career  opportunities  in 
government  were  restricted  as  the  temple  priesthoods  tended  to  overshadow  the 
disrupted  civil  establishment  of  the  dispersive  period.  Much  of  the  energy  of  the 
temples  and  the  priestly  foundations  was  devoted  to  the  unproductive  yet  perpetual 
ritual  care  of  the  tombs  of  kings  and  nobility.  So  literary  training  was  narrowed  by  the 
demands  of  religious  ritual.  It  thus  became  more  and  more  repetitive  and  conservative. 
But  even  the  government  service  lost  much  of  its  devotion  to  developmental  and 
productive  enterprises.  Sheer  maintenance  of  the  political  and  economic  system  was 
hard  enough,  without  developing  it. 

I  would  say  therefore  that  it  is  not  only  the  preparation  of  young  people  for  a 
wider  range  of  social  roles  that  enables  education  to  be  innovative;  it  is  also  the  kind  of 
role  which  they  are  being  prepared  to  play  in  public  affairs  that  counts.  Preparing 
people  for  a  large  number  of  specialized  roles  can  be  as  stultifying  as  preparing  them 
for  a  few,  if  the  roles  themselves  are  merely  to  be  those  of  mechanically  following 
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orders,  and  the  preparation  is  for  operating  as  a  small  cog  in  a  large  bureaucratic 
machine.  Preparation  for  administrative  and  policy  roles  devoted  to  improving  the 
society’s  productive  life  and  the  welfare  of  its  people  is  more  likely  to  lead  to  an 
innovative  and  liberating  function  for  education.  This  function  occurred  more  in  the 
formative  and  flbrescent  periods;  less  in  the  dispersive  period. 

I  have  the  impression  that  literary  studies  in  the  schools  concentrated  upon 
wisdom  literature  far  more  extensively  and  for  a  much  longer  time  in  Egypt  than  in 
Mesopotamia.  Therefore,  Egyptian  education  gives  a  more  conservative  and  conven¬ 
tional  impression,  even  in  its  florescent  period,  than  does  Mesopotamian.  At  least  the 
Mesopotamian  experience  passed  through  the  successive  Akkadian,  Babylonian,  and 
Assyrian  adaptations  of  the  Sumerian  literary  heritage,  each  adding  its  own  modifica¬ 
tions.  To  be  sure,  the  Egyptian  scribes  began  to  widen  their  perceptions  in  the 
florescent  intimations  of  social  justice  doctrines,  and  even  in  the  religious  explorations 
of  Antonism  in  the  Empire,  but  both  movements  seemed  to  be  relatively  short-lived 
and  of  little  lasting  influence.  Conservatism,  tradition,  and  the  conventional  wisdom 
seemed  to  dominate  Egyptian  education  throughout  most  of  its  long  history.  This 
produced  a  remarkable  social  stability-and  a  remarkable  cultural  sameness. 

I  find  little  difference  between  the  two  civilizations  in  their  handling  of  the 
sciences  in  schools.  Neither  Mesopotamia  nor  Egypt  seemed  to  put  much  stress  on 
theory  or  general  principles.  The  pyramids  seemed  to  represent  a  technical  engineering 
skill  not  matched  by  the  Mesopotamians,  but  the  level  of  scientific  knowledge  does 
not  seem  to  be  as  important  in  this  achievement  as  the  administrative  management  and 
logistic  marshalling  of  masses  of  stone  and  masses  of  men.  Artistic  skill  and  technical 
craftsmanship  were  not  a  matter  of  priority  in  the  schools  of  either  civilization.  The 
scientific  progress  of  the  formative  and  florescent  periods  did  not  lead  to  an  intel¬ 
lectual  breakthrough.  The  schools  were  preoccupied  with  bureaucratic  concerns  in  the 
early  periods  and  ultimately  with  priestly  rituals  in  the  later  periods. 

There  seems  little  doubt  that  the  achievement  motivation  was  strong  in  the 
Egyptian  scribal  schools  of  the  formative  and  florescent  eras  when  preparation  for  civil 
service  seemed  to  be  the  prime  goal.  There  was  even  a  great  deal  of  emphasis  upon 
studying  hard  and  learning  well  so  that  one  could  “do  a  good  job”  in  the  various  lines 
of  work  for  which  the  skills  of  literacy  were  required.  When  this  was  the  case  the 
schools  were  responding  to  pressing  social  needs,  and  the  scribes  as  state  officials  were 
putting  their  learning  and  their  experience  to  use  in  the  schools.  But  when  the 
achievement  motive  tended  to  be  narrowed  into  formulas  for  gaining  the  favor  of  the 
“great  man”  in  order  to  get  ahead,  the  schools  were  in  danger  of  becoming  training 
grounds  for  sycophants,  even  in  the  florescent  period.  When  the  schools  of  the 
dispersive  period  began  to  preach  quiescence  and  silence  as  the  goals  of  the  scribe,  the 
apex  (or  rather  depths)  of  conventionality  had  been  reached. 

The  generalization  that  inculcation  of  achievement  attitudes  is  more  likely  to  be 
an  innovative  factor  than  training  for  ascriptive  status,  must  therefore  be  modified  in 
the  case  of  Egypt.  If  achievement  relates  to  preparation  for  a  government  service  that 
is  “on  the  move”  to  develop  the  country,  that  tendency  is  favorable  to  educational 
innovation  as  a  means  of  political  and  economic  development.  If,  however,  achieve- 
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ment  simply  means  learning  how  to  get  into  and  get  along  with  a  privileged  elite  that  is 
under  the  personal  thumb  of  an  all-powerful  ruler,  the  achievement  motive  to  success 
can  be  as  stultifying  as  the  particularistic  motives  connected  with  playing  out  an 
ascribed  status.  In  fact,  the  two  become  virtually  indistinguishable-and  they  both 
tend  to  conservatism  and  traditionalism  in  education. 

Finally,  the  role  of  the  organized  teaching  profession  in  Egyptian  education  is 
difficult  to  estimate,  but  one  thing  is  clear.  The  Egyptian  scribes  did  not  seem  to  have 
as  much  independent  corporate  life  in  the  formative  and  tlorescent  periods  as  their 
counterparts  in  Mesopotamia  did.  The  overweening  power  of  the  god-kings  and  the 
lack  of  an  autonomous  urban  community  life  contributed  to  this  difference.  Yet  the 
centralized  power  of  the  pharaoh  did  mobilize  from  above  the  scribal  energies  and 
focus  them  upon  the  national  developmental  process.  As  a  result,  the  scribal  schools  of 
the  formative  and  florescent  periods  had  a  fairly  close  relationship  with  the  dynamics 
of  social  change  despite  the  less  vital  urban  character  of  Egyptian  civilization.  In  the 
dispersive  period,  however,  the  protectionist  and  elitist  temper  of  the  powerful 
priesthoods  effectively  joined  with  the  disintegration  of  royal  power  to  fasten  a 
conservative,  not  to  say  a  reactionary,  mold  upon  Egyptian  education  from  which  it  did 
not  recover  under  internal  auspices.  Educational  revival  had  to  await  the  arrival  of  a 
succession  of  outsiders,  over  the  ensuing  centuries,  notably  the  Greeks,  the  Romans, 
and  the  Arabs.  And  then  the  interplay  and  stimulation  of  external  ideas  and  peoples 
produced  a  new  kind  of  civilization  arising  after  three  thousand  years  of  the  old. 

Education  in  South  Asian  and  East  Asian  Civilizations 

At  this  point  a  full-scale  world  history  of  education  miglit  well  turn  to  consider  the 
other  generative  civilizations  that  arose  in  the  third  or  second  millenia,  B.C.,  eventually 
to  form  the  connecting  tissues  of  the  Afro-Eurasian  ecumene  that  extended  from  the 
Pacific  to  the  Atlantic.  Both  India  and  China  display  two  to  three  thousand  years  of 
civilizational  development  (usually  designated  as  their  ancient  periods  of  history)  which 
reveal  formative,  florescent,  and  dispersive  stages  in  the  civilization-building  process, 
(See  Figure  2.4)  They  arose  somewhat  later  than  the  Mesopotamian  and  Egyptian 
civilizations,  their  ancient  periods  continued  roughly  a  thousand  years  longer  to 
around  500  A.D.,  and  their  vitality  was  such  that  they  have  persisted  as  recognizable 
civilizational  forms  down  to  the  present  time,  constituting  essential  cores  of  a  South 
Asian  civilization  and  an  East  Asian  civilization.  (See  Figure  1.2,  p.  14.)  Similarly,  the 
Graeco-Roman  civilization  that  arose  in  the  Aegean  and  the  Mediterranean  regions 
displayed  roughly  parallel  periods  of  formation,  florescence,  and  dispersion  before 
flowing  into  the  formation  of  Western  civilization,  the  newest  and  latest  of  the  world’s 
major  civilizations.  (See  Figure  3.2,  p.  81.) 

Fascinating  and  important  as  such  broad-scale  analyses  and  comparisons  would 
be,  the  scope  of  such  a  story  is  far  too  great  for  a  single  volume;  even  the  outlines  of 
the  development  would  need  to  be  filled  in  by  much  more  substantial  scholarly  work 
oriented  deliberately  to  the  conceptual  framework  of  comparative  civilization  build¬ 
ing.  Scholarship  available  in  the  English  language  is  particularly  weak  in  bringing 
together  authentic  archeological  data  and  modern  empirical  historiography.  Complicat- 
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ing  all  else  is  the  absence  of  clear  evidence  for  the  detailed,  chronological  analysis  of 
the  history  of  education  in  ancient  India  and  China,  much  of  our  present  knowledge 
depending  upon  traditional  accounts  written  down  centuries  after  the  events.  All  that 
can  be  attempted  here  is  a  reminder  to  the  reader  that  there  was  a  contemporary 
civilization-building  process  going  on  in  South  Asia  and  in  East  Asia  from  around  2500 
B.C.  to  500  A.D.  and  that  its  educational  aspects  need  much  more  systematic  study 
for  publication  in  the  English  language.  We  shall  then  return  to  the  principal  theme  of 
Western  education  with  its  wellsprings  deep  in  Graeco-Roman  civilization. 

India  The  chronological  history  of  India  between  2500  B.C.  and  500  B.C.  is  so 
obscure  that  its  educational  history  may  never  become  usefully  comparable  to  that  of 
the  other  major  civilizations.  Archeological  findings  make  it  clear  that  an  urban, 
literate  civilization,  with  large-scale  organization  of  society  and  of  government,  flour¬ 
ished  sometime  between  2500  B.C.  and  1500  B.C.  in  the  Indus  River  Valley.  Until  the 
written  script  of  the  Indus  or  Harappa  civilization  is  deciphered,  however,  the  role  of 
education  can  only  be  conjectured  to  be  somewhat  like  that  in  the  Sumerian  cities 
from  which  the  idea  of  writing  may  have  flowed  to  the  Indus  as  it  did  to  the  Nile. 

Between  1500  B.C.  and  500  B.C.  (sometimes  called  the  Protohistoric  or  Vedic 
period)  the  role  of  education  in  Indian  civilization  becomes  somewhat  clearer,  if  not 
its  sequential  history.  The  Aryan-speaking  peoples,  who  invaded  India  from  the 
northwest  from  1500  B.C.  onward,  developed  an  oral  cultural  tradition  of  great 
sophistication  in  the  Sanscrit  language,  epitomized  in  the  verses  and  hymns  designed  to 
placate  the  gods,  known  as  the  Rig  Veda.  The  formulation  of  this  oral  tradition  and  its 
cultivation  and  transmission  were  the  special  province  of  a  priestly  class  of  Brahmins 
who  must  have  systematically  taught  the  verses  and  the  rites  they  prescribed  to 
oncoming  generations  of  priests.  Prodigious  feats  of  memorizing  were  obviously 
accomplished  in  this  process.  In  this  early  Vedic  period  of  Indian  history,  before 
Sanscrit  was  committed  to  writing,  when  town  life  was  only  rudimentary,  and  when 
priestly  prerogatives  were  closely  guarded  by  the  Brahmins,  the  oral  tradition  in 
education  gained  a  power  that  seemed  to  be  one  of  the  significant  differences  between 
India  and  the  other  great  civilizations  in  their  formative  periods,  a  difference  whose 
lasting  educational  consequences  need  much  investigation. 

Some  time  after  900  or  800  B.C.  Vedic  society  in  northern  India  began  to  reveal 
some  of  the  basic  characteristics  of  civilization  building:  town  and  city  life  spread 
through  the  Ganges  River  region,  specialized  occupations  including  merchant  classes 
took  form,  and  several  kingdoms  began  to  establish  political  rule  and  rudimentary 
administrative  systems  over  extensive  territories.  The  hierarchy  of  class  distinctions 
brought  by  the  Aryans  apparently  hardened  into  a  more  rigid  caste  system,  which 
encouraged  primary  loyalties  to  the  caste  transcending  those  of  the  territorial  state. 
Recognized  castes  besides  the  Brahmins  were  the  warrior-rulers  (Kshatriya),  the 
gainfully  employed  (Vaishya),  and  the  serfs  and  servants  (Sudra).  The  caste  system  was 
a  factor  in  Indian  society  which  undoubtedly  had  vast  significance  for  education. 
Organized  schools  seemed  to  be  more  exclusively  devoted  to  religious  and  priestly 
purposes  in  preference  to  governmental  or  commercial  purposes  than  was  the  case  in 
any  of  the  other  major  civilizations. 
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The  formative  period  of  organized  education  in  India  may  have  culminated  in 
the  period  between  the  eighth  and  sixth  centuries  B.C.  when  more  or  less  formal  schools 
took  shape  for  priestly  and  religious  purposes.  The  earliest  such  institutions  were 
probably  the  schools  established  by  learned  Brahmins  in  their  liomes  to  teach  a  few 
students  the  sacrificial  rites  and  priestly  rituals  along  witli  the  exact  verses  of  the  Rig 
Veda.  Such  schools  probably  produced  the  elaborate  commentaries  known  as  the 
Brahmanas,  which  compositions  spelled  out  in  minute  detail  the  rituals  prescribed  by 
the  Brahmins. 

Rival  schools  began  to  appear,  perhaps  in  the  seventh  century  B.C.,  as  a  reaction 
against  the  excessive  ritualism,  the  claimed  prerogatives,  and  the  arrogance  of  the 
Brahminical  schools  as  well  as  against  the  urbanization  of  life  and  the  secularization 
embodied  in  the  growing  bureaucratic  pretensions  of  the  Gangetic  kingdoms.  Protest¬ 
ing  holy  men,  who  preached  the  values  of  ascetism,  mystical  ecstasy,  and  the  enlight¬ 
enment  that  comes  from  retreat  to  the  woods,  gathered  adherents  about  them  in  their 
forest  schools.  These  were  the  sources  of  another  major  aspect  of  the  elaborate  Indian 
oral  literature,  the  Upanishads. 

A  third  type  of  school  was  eventually  established  in  the  midst  of  the  great 
intellectual  and  religious  ferment  that  gave  rise  to  Buddhism  and  Jainism  in  the  sixth 
century  B.C.  Just  when  this  happened  is  not  clear,  but  education  took  on  a  more 
highly  institutionalized  form  as  it  was  promoted  by  monasteries  where  the  Buddhist  or 
Jainist  monks,  living  a  corporate  life,  exerted  the  group  control  characteristic  of  a 
collective  body  of  teachers  or  a  priestly  college  rather  than  the  domestic  schools 
taught  to  a  few  followers  in  the  homes  of  individual  Brahmin  priests.  This  corporate 
approach,  along  with  its  more  generous  attitude  toward  caste,  gave  Buddhist  education 
a  special  power  for  several  centuries. 

Just  when  schools  in  India  began  to  concentrate  on  written  language  rather  than 
oral  communication  is  also  not  clear.  Possibly  Buddha  himself  learned  to  write,  but 
scholars  are  still  debating  how  and  when  written  language  appeared  in  India.  In  any 
case  writing  in  a  vernacular  script  known  as  Brahmi  was  clearly  present  in  the  third 
century  B.C.  during  the  rule  of  Asoka  (273-232  B.C.).  Whether  Brahmi  grew  out  of  the 
undeciphered  Indus  script  or  whether  it  had  originated  in  a  Semitic  script  brought 
from  the  West  in  the  eighth  century  B.C.  is  much  debated.  But  it  had  obviously  been 
shaped  phonetically  by  scholars  over  a  long  period  of  time  to  adapt  it  to  various  Indian 
dialects  (known  as  Prakrits). 

With  the  rise  of  the  Mauryan  Empire  in  the  late  fourth  century  B.C.  the 
florescent  period  of  Indian  education  was  well  underway.  Even  before  that  time, 
perhaps  as  early  as  the  sixth  century  B.C.,  some  of  the  cities  of  India  became  well 
known  for  the  large  numbers  of  students  and  teachers  who  had  gathered  there. 
Outstanding  were  Benares  in  eastern  India,  Taxila  in  the  northwest,  and,  some 
centuries  later,  Kanchi  in  the  south.  Even  during  the  500  years  of  invasions  and  general 
political  instability  between  200  B.C.  and  300  A.D.,  the  Brahminical  schools  must 
have  given  a  kind  of  social  and  cultural  unity  to  the  small  educated  class  throughout 
the  various  parts  of  India  by  virtue  of  their  common  learning  and  participation  in  the 
Sanscrit  themes.  These  were  also  the  periods  of  the  greatest  influence  of  Buddhism 
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which  also  acted  as  a  kind  of  cultural  unifier  among  the  disparate  peoples  of  India. 
Thousands  of  students  are  reputed  to  have  flocked  to  the  schools  of  the  Buddhist 
monastery  at  Nalanda  in  the  fifth  century  A.D. 

In  any  case,  the  role  of  education  must  have  been  especially  significant  in  the 
fiorescent  period  which  roughly  spanned  the  more  than  one  thousand  years  between 
the  sixth  century  B.C.  and  the  sixth  century  A.D.  By  common  consent  ancient  Indian 
culture  is  considered  to  have  reached  its  peak  during  the  Golden  Age  of  the  Gupta 
Empire  from  320  A.D.  to  570  A.D.  During  this  period  Buddhism  receded  within  India 
but  expanded  to  Central  Asia  and  East  Asia.  In  contrast  Sanscrit  went  through  a 
remarkable  revival  in  a  manner  somewhat  similar  to  the  renaissance  of  Latin  and  Greek 
literature  in  Europe  a  thousand  years  later,  becoming  a  common  language  of  adminis¬ 
tration  as  well  as  culture  and  religion.  The  Brahminical  schools  must  have  had  a  key 
role  in  this  revival  and  in  the  formulation  of  Hinduism,  which  took  its  definitive  form 
at  this  time,  as  did  the  great  epics,  the  Mahabharata  and  the  Ramayana.  In  addition, 
secular  knowledge  in  grammar,  astronomy,  mathematics  (the  decimal  system),  and 
medicine  were  pursued  rigorously  for  a  time.  The  creativity  and  power  of  Indian 
culture  carried  it  northward  to  the  Himalayas  and  southward  through  Southeast  Asia. 

Just  what  role  education  played  in  this  expansive  florescence  and  then  in  the 
dispersion  and  dissipation  of  the  Gupta  Empire  and  the  subsequent  ‘'medieval”  period 
of  Indian  history  is  far  from  clear.  Wliat  is  clear  is  that  recurring  warfare  between  rival 
dynasties  seemed  to  be  the  rule  until  the  invading  Moguls  once  again  established  a  kind 
of  centralized  control  over  much  of  India  in  the  sixteenth  century  and  inaugurated  a 
new,  if  not  a  modern,  era  in  India. 

It  may  be  that  the  overweening  religious  orientation  of  Indian  education,  its 
stress  on  the  inner  life  of  meditation  or  outward  ritual,  its  persistent  preferences  for 
oral  rather  than  written  knowledge,  for  literary  themes  rather  than  for  the  scientific  or 
practical,  its  relative  neglect  of  training  for  bureaucratic  and  administrative  com¬ 
petence  in  the  arts  of  governing  and  of  social  organization,  and  its  ascriptive  insistence 
upon  caste  loyalties  and  prerogatives  rather  than  upon  achievement  by  merit  all  had 
their  part  to  play  in  the  relative  instability  of  Indian  political  life  in  the  ancient  period. 
On  the  other  hand,  some  scholars  argue  that  literacy  was  obviously  universal  among 
the  upper  Brahmin  and  Kshatriya  castes  and  possibly  widespread  among  the  middle- 
level  Vaishyas  in  the  Mauryan  and  Gupta  Empires.^^  So  education  must  have  had  an 
enormous  role  in  the  cultural  commonality  that  makes  it  possible  to  speak  of  an 
Indian  civilization  persisting  through  the  complexities  of  seemingly  endless  foreign 
conquests,  persisting  yes,  but  somehow  far  less  successful  than  the  Chinese  in  absorb¬ 
ing  and  assimilating  the  folk  societies  that  constantly  beat  on  its  frontiers  or  doggedly 
maintained  their  separate  identities  within  the  encompassing  civilization. 

China  Just  as  the  oral  tradition  pervaded  Indian  education,  so  the  strength  of  the 
written  tradition  indelibly  shaped  Chinese  education.  The  ramifications  of  this  basic 

Kathleen  Gough,  “Implications  of  Literacy  in  Traditional  China  and  India”  in  Jack  Goody  (ed.) 
Literacy  in  Traditional  Societies,  Cambridge  University  Press,  London,  1968.  pp.  69-84. 
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difference  run  through  their  respective  educational  establishments  from  top  to 
bottom.  For  centuries  the  power  of  the  Brahmin  in  India  rested  on  his  mastery  of 
Sanskrit  verses  along  with  the  religious  and  spiritual  prerogatives  they  conveyed;  in 
China  the  power  of  the  scholar-administrator  rested  upon  his  mastery  of  the  revered 
Chinese  books  which  contained  the  maxims  to  guide  his  personal  and  public  conduct 
and  attested  to  his  right  to  rule. 

The  Chinese  written  characters,  representing  words  and  ideas  rather  more  than 
the  phonetic  sounds  of  oral  speech,  enabled  all  who  learned  the  characters  to  read  the 
same  books  and  develop  a  commonality  or  cohesiveness  that  tended  to  overcome  the 
disparateness  of  local  tongues.  Much  of  this  accomplishment  resulted  from  the  high 
priority  given  to  book  learning  as  the  essence  of  formal  education,  and  to  formal 
education  as  the  high  road  to  governmental  as  well  as  scholarly  preferment.  All  told, 
these  were  monumental  advantages  in  building  and  maintaining  successive  large-scale 
political  empires  over  long  periods  of  time,  despite  the  pressures  to  particularism  that 
constantly  beset  the  vast  Cliinese  mainland.  India,  meanwhile,  was  laying  the  ground¬ 
work  for  an  almost  insurmountable  linguistic  particularism  during  the  many  centuries 
that  it  refrained  from  developing  Sanscrit  into  a  common  written  language. 

The  dawn  of  authenticated  historical  civilization  in  China  is  usually  assigned  to 
the  Shang  Dynasty  who  ruled  in  the  eastern  reaches  of  the  Yellow  River  Valley  in 
northern  China  roughly  from  1700  or  1500  B.C.  to  1100  or  1000  B.C.  Possibly 
stimulated  by  cultural  influences  from  West  Asia,  including  the  idea  of  writing,  the 
peoples  of  this  region  developed  city-states,  social  stratification  of  classes,  rudimentary 
political  institutions  under  kingships,  a  bronze  technology,  incipient  Chinese  writing- 
and  possibly  schools  to  teach  the  system  of  writing.  The  formative  period  of  Chinese 
education  continued  uninterruptedly  under  the  early  Chou  Dynasty  (1 1 22  or  1027 
B.C.  to  770  B.C.)  who  came  from  the  west  to  conquer  the  Shang  peoples  and  adopt 
their  culture.  The  Chou  built  walled  towns  and  developed  a  somewhat  feudal  system 
of  vassal  states,  with  schools  established  in  the  capital  cities  to  teach  the  boys  archery 
and  charioteering  as  well  as  writing  and  artithmetic.  The  earliest  extant  books  in 
Chinese  date  from  this  era. 

The  florescent  period  of  ancient  Chinese  education  lasted  approximately  for 
1,000  years,  beginning  with  the  rise  of  the  eastern  Chou  Dynasty  in  the  early  eighth 
century  B.C.  and  lasting  roughly  to  the  decline  of  the  first  Chinese  Empire  under  the 
Later  Han  Dynasty  around  200  A.D.  During  the  400  years  of  the  Eastern  Chou,  China 
achieved  its  Golden  Age  in  thought  and  culture.  Despite  a  cross-hatching  of  rival  states, 
there  was  a  discernible  growth  of  centralization  of  political  power,  with  some  ten 
states  gradually  emerging  by  the  sixth  century  B.C.,  marked  by  written  codes  of  law 
and  increasingly  effective  bureaucratic  and  administrative  systems  based  on  the  spread 
of  literacy  and  formal  schools.  Technologically,  China  started  the  period  well  behind 
the  Middle  East  but  gradually  caught  up  in  a  burst  of  commercial,  urban,  and 
expansionist  activity  in  north  China  which  led  to  the  gradual  incorporation  of  central 
and  southern  China  into  the  orbit  of  Chinese  civilization.  Philosophically,  this  was 
China  s  greatest  creative  age,  when  its  traditional  systems  of  thought  crystallized 
around  Confucius  and  Mencius,  Taoism,  Legalism,  and  numerous  other  schools  of 
thought  which  influenced  Chinese  culture  and  education  for  centuries. 
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Politically,  the  florescent  period  was  slowed  during  200  years  of  the  Warring- 
States  (roughly  400  B.C.  to  200  B.C.),  while  a  gentry  class  of  officialdom  and  a 
bureaucratic  class  of  administrators  rose  to  power.  Then,  with  astonishing  suddenness, 
China  was  unified  into  a  huge  territorial  empire  towards  the  end  of  the  third  century 
B.C.  by  the  Ch’in  rulers,  who  created  a  centralized  bureaucracy  for  civil  and  military 
administration  on  a  uniform  basis  and  stifled  the  creativity  of  the  hundred  schools  of 
thought  by  clamping  down  on  the  educational  process  and  burning  the  books. 

When  the  Han  rulers  took  over  around  200  B.C.,  they  softened  the  militarism  of 
the  Ch’in  by  installing  the  Confucian  ideal  of  the  enlightened  scholar-administrator  as 
the  official  policy  of  the  imperial  court.  Under  Emperor  Wu  Ti  a  court  school, 
sometimes  called  a  university,  was  created  in  124  B.C.  to  signalize  the  importance  of 
education  based  on  the  Confucian  classics  as  the  necessary  preparation  to  develop  the 
morally  superior  man  to  serve  in  the  civil  bureaucracy.  Significantly,  the  selection  of 
such  men,  it  was  decided,  should  be  based  upon  written  examinations  as  a  test  of 
merit. 

The  examination  system  remained  a  staple  to  which  Chinese  schooling  was 
oriented  for  the  next  2,000  years.  Together,  the  examinations  and  the  system  of 
schools  that  prepared  for  them  provided  an  educational  glue  that  gave  a  stability  and 
cohesiveness  that  few  if  any  other  civilizations  have  had.  They  also  eventually  pro¬ 
duced  a  conservatism  and  a  traditionalism  that  inhibited  social  change.  But  in  the  early 
Han  empire  there  was  a  cultural  interaction,  a  dynamism,  and  a  creativity  in  techno¬ 
logical  invention  that  far  surpassed  the  West  in  textiles,  iron  casting,  porcelain,  and  the 
use  of  paper,  draft  horses,  water  mills,  and  crossbows.  Close  investigation  should  be 
made  of  the  role  education  may  have  played  in  this  florescence.  It  is  estimated  that 
literacy  among  the  ruling  class  in  China  may  have  matched  that  efflorescent  India  and 
Greece.^® 

With  the  advent  of  the  Later  Han  Dynasty  in  the  first  two  centuries  A.D.  the 
disintegration  of  the  empire  began  to  set  in,  somewhat  paralleling  the  decline  of  the 
Roman  Empire  in  the  West.  The  merit  system  of  the  earlier  Han  examination  system 
was  dissipated  by  a  nine-grade  ranking  system  that  virtually  gave  preferences  to  the 
great  privileged  families  and  ruling  cliques.  How  much  this  change  resulted  from  or 
caused  a  weakening  in  the  schooling  system  is  hard  to  estimate,  but  in  any  case  the 
succeeding  four  centuries  of  the  Six  Dynasties,  from  200  A.D.  to  600  A.D.,  saw  an 
inability  of  the  Chinese  intellectual  system  to  assimilate  the  series  of  invaders  from  the 
steppes  with  enough  success  to  maintain  the  vitality  of  the  ancient  imperial  civiliza¬ 
tion.  Eventually,  however,  under  the  T’ang  Dynasty  beginning  in  600  A.  D.,  the 
dispersive  period  of  ancient  Chinese  education  gave  way  to  a  new  grouping  of  forces  in 
the  north  of  China  that  amalgamated  the  folk  invaders  with  the  civilized  Chinese,  thus 
regenerating  the  Chinese  imperial  system  for  another  1300  years  until  its  demise  in 
1912  A.D. 

In  is  generally  agreed  that  Chinese  education  played  a  stabilizing  role  in  the 
greater  ability  of  Chinese  civilization  to  surmount  the  kind  of  warrior  onslaughts  that 
brought  down  the  Roman  Empire  by  500  A.D.  and  reduced  India  to  a  state  of  political 

^Ibid.,  p.  71. 
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impotence.  It  is  less  certain  what  part  education  played  in  the  period  between  600 
A.D.  and  1600  A.D.,  during  which  time  China  was  vastly  superior  to  the  West  in  most 
realms  of  science  and  applied  technology. 

The  consensus  concerning  the  modern  period  since  1600  A.D.  points  to  such 
deficiencies  in  the  traditional  educational  system  of  China  as  its  fixation  upon  the 
wisdom  literature  of  the  past,  its  idealization  of  formalism  and  ceremonialism  in 
behavior  and  orthodoxy  in  thougirt,  its  reliance  upon  private  educational  auspices  for 
the  few  rather  than  upon  public  provision  for  the  many,  its  shunning  ol'  the  goal  of 
practicality  and  progress  in  the  satisfying  of  human  wants,  its  narrowing  of  the 
achievement  motivation  from  public  service  to  personal  prestige  and  preferment,  its 
stodgy  reluctance  to  adapt  the  examination  system  to  the  kind  of  scientific  and  secular 
knowledge  tliat  blossomed  in  the  West  from  1500  A.D.  onwards,  and  the  gradual 
erosion  of  the  ideal  of  genuine  educational  and  moral  merit  as  the  basis  for  governance 
in  favor  of  cramming  for  the  passing  of  examinations  and  the  formal  prerogatives  they 
bestowed. 

All  civilizations  have  had  their  share  of  such  ingredients  of  educational  con¬ 
servatism,  China  perhaps  more  than  most,  the  West  perhaps  somewhat  less.  We  now 
turn  to  the  role  of  education  in  the  civilization-building  process  of  the  Graeco-Roman 

world. 
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As  the  interplay  of  societies  and  cultures  worked  its  remarkable  way  across  the 
face  of  the  eastern  Mediterranean  world  during  the  thousand  years  between  500  B.C. 
and  500  A.D.,  the  civilization  process  gradually  moved  westward  as  well  as  eastward. 
Before  the  Greeks  descended  on  Egypt  bearing  their  civilizational  gifts  under  the 
banners  of  Alexander  of  Macedon  in  the  fourth  century  B.C.,  they  developed  their 
own  distinctive  style  of  civilization.  In  doing  this,  they  borrowed  much  from  the 
civilization  of  the  Aegean  as  well  as  from  the  Levant,  from  Mesopotamia,  and  from 
Egypt  itself.  At  first  the  borrowers  and  emulators,  the  Greeks  eventually  became  the 
conquerers,  the  bestowers,  and  the  emulated.  The  age-old  enactment  of  interciviliza- 
tional  influence  was  played  out  with  particular  vigor  and  vitality  on  the  shorelands  and 
the  islands  west  of  Asia  and  east  of  Europe  in  the  Aegean  Sea. 

It  is  not  the  intention  here  to  embrace  an  extreme  diffusionist  explanation  for 
the  spread  of  the  civilization-building  process  and  education,  particularly  not  to 
subscribe  to  the  idea  of  one-way  diffusion  from  Mesopotamia  or  Egypt  to  Europe.  As 
modern  scholarship  unfolds,  it  is  probably  best  to  speak,  as  I  have  tried  to  do,  about 
intercivilizational  contact  rather  than  unilinear  influence  as  a  prime  means  of  educa¬ 
tional  and  social  change.  The  recent  revision  of  dating  methods  based  on  carbon  14 
and  tree-ring  calibration  to  establish  absolute  chronology  in  prehistory  has  raised 
serious  doubts  about  the  old  diffusionist  assumptions  in  archeology.^  Specifically, 
Colin  Renfrew  argues  that  megalithic  monuments  in  Europe  and  Malta  date  back  to 
4000  B.C.  and  thus  are  earlier  than  those  in  the  Aegean  and  Egypt.  So  they  could  not 
have  been  the  result  of  colonization  from  the  Eastern  Mediterranean  to  Western 
Europe. 

This  evidence,  however,  does  not  disturb  the  prehistory  chronology  relating 
Mesopotamia  and  Egypt  to  the  Aegean  and  Greece.  Nor  does  it  weaken  the  importance 

^See,  for  example,  Colin  Renfrew,  ‘‘Carbon  14  and  the  Prehistory  of  Scientific  Ameri¬ 

can,  vol.  225,  no.  4,  pp.  63-72,  October  1971. 
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of  intercivilizational  contact  documented  by  historical  records  after  the  creation  of 
writing.  What  it  does  do,  in  Renfrew's  words,  is  to  reinforce  the  current  archeological 
thinking  which  I  have  stressed  in  Chapters  I  and  2.  'Today  social  and  economic 
processes  are  increasingly  seen  as  more  important  subjects  for  study  than  the  similari¬ 
ties  among  artifacts.”^ 


A.  AEGEAN  CIVILIZATION  (1900  B.C.-800  B.C.) 

Minoan  Cre/e  (1900  B.C.-1400  B.C.) 

We  can  say  little  from  direct  evidence  about  the  influence  of  Egypt  upon  the 
development  of  Greek  education,  nor  of  its  influence  upon  the  education  of  the  lively 
island  civilization  centering  upon  Crete  in  the  second  milleniurn  B.C.,  commonly 
named  after  its  kingship  title  Minoa.  Probably  settled  by  peoples  from  Asia  Minor, 
Crete  possessed  neolithic  settlements  by  4000  B.C.;  there  possibly  was  commerce 
between  Crete  and  Egypt  as  early  as  3000  B.C.;  and  between  2100  B.C.  and  1900  B.C., 
a  distinctive  Minoan  civilization  arose  on  Crete  replete  with  bronze  tools,  potters’ 
wheels,  and  pictographic  writing.  The  acme  of  Minoan  civilization,  with  its  nerve 
center  in  the  palace  at  Knossos,  is  usually  placed  sometime  between  1700  and  1400 
B.C.  By  1700  B.C.  the  Cretans  had  developed  a  partly  pictographic  and  partly  syllabic 
script  that  has  come  to  be  known  as  Linear  A,  but  has  not  yet  been  fully  deciphered. 
Sir  Arthur  Evans  assumed  it  was  a  special  "MinoaiT  language,  but  some  scholars  now 
believe  it  was  an  adaptation  of  some  Middle  Eastern  script  possibly  related  to  Luvian 
(an  Anatolian  tongue  of  Indo-European  origin)  or  to  the  Semitic  Akkadian  tongue 
which  was  the  lingua  franca  of  the  whole  Mediterranean  world  in  the  first  half  of  the 
second  milleniurn  B.C.^ 

Mycenaean  Greece  (1400  B.C.-l  100  B.C.) 

Meanwhile  a  Greek-speaking  people  (sometimes  known  as  Achaeans)  who  had  arrived 
on  the  mainland  of  Greece  sometime  between  2500  and  1900  B.C.  had  developed  a 
palace  civilization  centering  at  Mycenae  somewhat  like  that  of  Minoan  Crete  and 
probably  influenced  by  it.  Their  written  language  (first  discovered  on  Crete  and  then 
later  on  the  mainland)  is  known  as  Linear  B.  It  has  affinities  with  Linear  A  but  is  now 

^Ibid.,p.  72. 

^Sir  Arthur  Evans,  The  Palace  of  Minos,  4  vols.,  Macmillan,  London,  1921-1935.  However, 
Leonard  R.  Palmer,  Mycenaeans  and  Minoans,  2d.  rev.  ed.,  Faber,  London,  1965,  works  out  a 
somewhat  different  chronology.  Palmer  argues  for  Luvian,  p.  332.  The  relationship  to  Akkadian  is 
argued  by  Cyrus  H.  Gordon,  "‘Notes  on  Minoan  Linear  AN  Antiquity,  no.  123,  pp.  124-130, 
September  1957;  and  “Akkadian  Tablets  in  Minoan  Dress,”  Antiquity,  no.  124,  pp.  237-240, 
December  1957.  For  the  relationship  between  Linear  A  and  B,  see  Michael  Ventris  and  John 
Chadwick,  Documents  in  Mycenaean  Greek,  Cambridge  University  Press,  London,  1956;  and  John 
Chadwick,  The  Decipherment  of  Linear  B,  Cambridge  University  Press,  London,  1958. 

A  case  for  the  independent  origin  of  Minoan-Mycenaean  civilization  is  made  by  Colin 
Renfrew,  The  Emergence  of  Civilization;  The  Cyclades  and  the  Aegean  in  the  Third  Millenium 
B.C.,  Methuen  and  Co.,  London,  1972,  but  he  recognizes  the  likely  external  influences  on  Aegean 
writing. 
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widely  recognized  to  be  a  written  form  of  an  archaic  Greek  tongue.  At  some  time, 
either  1600,  1500,  or  1450  B.C.,  the  Mycenaean  Greeks  apparently  captured  Knossos 
and  ruled  it  for  a  period,  either  from  1600  to  1150,  or  from  1450  to  1400  B.C.,  during 
which  time  they  either  brought  their  Linear  B  script  with  them  or  adapted  the  Linear 
A  of  the  Cretans  to  their  own  Greek  language.  All  these  matters  have  been  the  subject 
of  intense  scholarly  controversy  for  nearly  fifty  years.  In  any  case  the  Mycenaeans  are 
believed  to  have  given  the  major  form  to  a  civilization  that  dominated  the  Aegean  area 
from  around  1400  to  1 100  B.C. 

Unfortunately,  little  light  ha^  been  thrown  on  the  role  of  education  in  either 
Minoan  Crete  or  Mycenaean  Greece.  About  all  we  can  do  is  assume  that  the  com¬ 
mercial  interests  of  both  Cretans  and  Mycenaeans  brought  them  in  touch  with  the 
literate  world  of  the  Eastern  Mediterranean  and  that  their  writing  developed  out  of 
their  seagoing  contacts  and  mercantile  interests.  The  vast  majority  of  documents  so  far 
deciphered  from  Linear  B  consists  of  records,  inventories  of  goods,  accounts,  ritual 
lists,  names  of  towns,  and  historical  figures.  So  far,  no  extensive  poetry,  literature, 
science,  religion,  or  wisdom  literature  has  come  to  light. 

We  are  thus  left  with  the  assumption  that  the  written  languages  of  Linear  A  and 
B  were  a  result  of  the  same  general  sort  of  development  whereby  the  scribes  of 
Mesopotamia,  Egypt,  the  Levant,  and  Asia  Minor  produced  their  respective  written 
languages.  This  process  entailed  long  and  arduous  training  to  learn  to  read  and  write 
the  scripts  through  some  form  of  formally  organized  schools.  We  can  only  infer  that 
the  Cretan  and  Mycenaean  societies  also  had  scribes  and  thus  had  schools  of  some 
kind.  This  is  the  assumption  made  by  H.  I.  Marrou,  the  foremost  historian  of  ancient 
education."^ 

At  the  moment  we  can  go  little  further,  except  to  say  That  the  Cretan  and 
Mycenaean  experience  was  part  of  the  widening  orbit  of  civilization  which  now  began 
to  embrace  parts  of  southeastern  Europe  and  Asia  Minor  as  well  as  the  Middle  Eastern 
core  area  in  the  second  millenium  B.C.  Their  language  efforts  may  have  been  a  part  of 
that  ferment  of  experimentation  which  the  scribes  of  the  Levant  were  beginning  to 
undertake  as  early  as  the  seventeenth  or  sixteenth  centuries  B.C. 

What  the  Aegean  heritage  might  have  bequeathed  to  the  later  Greeks,  if  the 
Mycenaeans  had  not  been  driven  out  of  Crete  around  1400  B.C.  (or  1150  B.C. 
according  to  Palmer)  when  Knossos  was  finally  destroyed,  or  if  the  Mycenaean  Greeks 
had  not  been  driven  from  their  homeland  by  the  invasions  of  the  Dorian  Greeks 
between  1200  and  1000  B.C.,  one  cannot  say.  There  is  some  evidence  that  the 
Minoans  were  a  more  peaceful  lot,  for  the  Knossos  palace  was  not  fortified;  pre¬ 
sumably,  therefore,  the  Cretan  scribes  played  a  prominent  administrative  role  in  their 
government.  On  the  other  hand,  the  warrior  class  of  charioteers  and  nobles  in  Mycenae 
may  have  given  the  military  an  early  primacy  over  the  scribes  in  their  governmental 
and  cultural  affairs. 

As  it  is,  there  seems  to  have  been  a  great  decline  if  not  a  complete  disruption  of 
the  literate  tradition  on  both  Crete  and  mainland  Greece  following  the  destruction  of 


H.  I.  Marrou,  A  History  of  Education  in  Antiquity,  Mentor  Books,  New  York,  1964,  p.  xix. 
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Knossos  around  1400  and  of  Mycenae  around  1 100  B.C.  The  presumption,  further,  is 
that  the  literate  sector  of  the  Cretans  and  Mycenaeans  must  have  been  very  small  and 
limited  indeed,  perhaps  even  more  restricted  than  those  in  Egypt  and  Mesopotamia, 
for  literacy  might  not  have  disappeared  so  completely  if  it  liad  been  fairly  widely 
dispersed  among  the  population.  Repeated  invasions  of  Mesopotamia,  Egypt,  and  the 
Levant  had  never  completely  wiped  out  all  literacy  in  those  areas.  We  can  only  infer, 
therefore,  that  both  Crete  and  Mycenae  were  ‘■‘•oligoliterate'’'  societies,  a  term  used  to 
signify  that  literacy  was  restricted  to  a  relatively  small  proportion  of  the  total 
population.^  Other  terms  have  been  used  for  this  phenomenon,  such  as  '^stunted 
literacy,”  ‘‘special  literacy,”  and  “conditional  literacy.” 

Since  none  of  these  quite  applies,  as  Goody  and  Watt  say,  to  societies  where 
there  is  a  fully  developed  but  socially  restricted  phonetic  system  of'  writing,  I  suggest 
that  a  useful  contrast  could  be  signified  by  using  (he  terms  “elitoliterate”  and 
“demoliterate.”  “Elitoliterate”  could  refer  to  the  restriction  of  literacy  to  a  social  elite 
which  is  small  and  is  higMy  trained  for  specific  purposes,  somewhat  as  the  term  “elite 
troops”  is  used  to  signify  those  selected  for  special  training.  “Demoliterate”  obviously 
refers  to  the  dissemination  of  literacy  more  widely  if  nol  universally  among  the 
population.  The  former  term  links  the  Cretan  and  Mycenaean  civilizations  (and  prob¬ 
ably  their  education)  to  the  Mesopotamian  and  Egyptian  style  of  scribal  culture;  the 
latter  term  signifies  one  of  the  crowning  achievements  of  the  Ionian  Greeks,  who 
thereby  affected  fundamentally  the  course  of  human  civilization  from  their  time 
onward. 

The  Homeric  Age  (1100  B.  C-800  B.  C ) 

Following  or  during  the  Dorian  invasions  of  the  Greek  mainland  Irorn  1200  to  1000 
B.C.,  the  Mycenaean  Greeks  dispersed  from  the  centers  of  their  civilization  on  the 
Peloponnesus,  as  did  other  Greeks  who  found  themselves  threatened  by  the  Dorian 
invaders  who  seemed  to  be  headed  for  the  rich  agricultural  lands  of  the  Peloponnesus. 
Many  of  the  Greeks  who  had  been  living  in  Attica  apparently  fled  acioss  the  Aegean  to 
that  part  of  the  coast  of  Asia  Minor  which  came  to  be  called  Ionia.  For  some  300  years 
the  Greeks  who  dispersed  around  the  Aegean  Sea  developed  an  aristocratic  form  of 
folk  society  combining  an  agricultural  and  commercial  base  witli  a  warrior  nobility 
recognized  as  the  ruling  class.  Some  call  this  period  a  ‘Tlark  age”;  others  a  feudal 
period  that  represented  a  retrogression  from  the  height  of  the  Mycenaean  civilization. 

The  epic  poems  of  Homer,  the  Iliad  and  the  Odynsey,  describe  this  and  the 
Mycenaean  period  of  Greek  culture;  thus  these  eras  are  sometimes  referred  to  as  the 
Homeric  Age.  Economic  and  social  institutions  were  based  upon  an  agrarian  way  of 
life,  but  gradually  specialized  skills  of  artisanship  grew  up  in  connection  with  ship¬ 
building,  public  defense,  weapon-making,  and  the  commerce  tliat  was  increasingly 
carried  on  by  the  seagoing  traders  with  Egypt,  Phoenicia,  and  tlie  Middle  East. 

^Jack  Goody  and  Ian  Watt,  “The  Consequences  of  Literacy”  in  Comparative  Studies  in  Society 
and  History,  vol.  5,  no.  3,  p.  313,  April  1963;  reprinted  in  Jack  Goody  (ed.),  Literacy  in 
Traditional  Societies,  Cambridge  University  Press,  London,  1968,  p.  36. 
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Homeric  society  was  thus  apparently  not  the  typical  form  of  folk  society  based  solely 
upon  village  farming  communities  or  pastoralism.  It  was  rather  more  like  the  “feudal” 
society  of  Medieval  Europe  with  an  aristocratic  court  life  marked  by  courtly  manners 
and  a  code  of  chivalry  that  combined  the  arts  of  war  with  the  arts  of  oratory  and 
polite  conversation.^  The  analogy  with  medieval  Europe  is  apparently  justified  insofar 
as  feudalism  may  be  defined  as  “a  very  important  political  device  for  the  revival  of  a 
declining  civilization  and  for  the  extension  of  civilization  to  new  peoples  not  formerly 
civilized.”^ 

But  another  important  ingredient  went  into  the  make-up  of  the  Homeric  poems: 
They  were  written  down  sometime  between  850  and  750  B.C.  with  an  eye  for  their 
appeal  to  the  emerging  upper  classes  of  the  dawning  city-states  of  Ionia  in  the  late 
ninth  and  early  eighth  centuries  B.C.  This  view  is  succinctly  stated  by  R.  R.  Bolgar  as 
follows: 


We  know  that  these  epics  were  composed  originally  to  amuse  the  great 
men  of  the  post-tribal  period,  and  that  they  were  not  given  their  final  form  until 
the  recension  of  Peisistratus,  by  which  time  the  city-state  was  a  social  reality. 
Consequently,  they  lay  an  understandable  emphasis  on  those  traits  which  the 
pictured  past  shared  with  the  emergent  civilisation  of  the  polis,  on  the  popular 
assembly,  the  interplay  of  prestige  and  eloquence,  and  the  reasoned  exploitation 
of  practical  possibilities.  .  .  .  Culturally  speaking,the  Homeric  poems  belong 
rather  to  the  beginnings  of  the  city-state  than  to  the  heroic  period  of  Mycenae 
and  Troy.  Moreover,  throughout  Greek  history,  but  in  particular  during  the 
golden  age  of  Athens,  they  played  the  same  role  as  the  Authorised  Version  later 
did  in  England.  They  formed  the  source-book  of  the  educated  imagination.  .  . 

The  Homeric  epics  thus  provide  a  hnk  between  the  heroic  and  aristocratic  ideals 
of  the  Mycenaean  civilization  and  the  more  democratic  ideals  of  the  rising  city-state 
civilization  of  Ionia.  The  practices  of  education  they  reveal  concerning  the  Heroic  Age 
are  probably  not  so  important  as  the  continuing  impact  they  had  upon  the  centuries  of 
Greek  education  to  follow.'  But  perhaps  these  two  must  go  together:  (1)  The  Homeric 
poems  idealized  the  court  life  of  knightly  culture  with  its  round  of  physical  sports  and 
games,  and  its  cultural  achievements  in. music,  dancing,  singing,  games,  poetry,  and 
eloquence.  Underlying  these  skills,  however,  was  an  ethical  or  ideal  value  often 
summed  up  in  the  term  arete,  perhaps  translatable  best  as  a  combination  of  valor, 
honor,  and  glory  to  be  achieved  by  the  Great  and  Noble  Deed.^  Presumably  these 
skills  and  values  were  taught  by  tutors  to  individual  boys  during  the  Heroic  Age.  Later, 

^Marrou,  op.  cit.,  pp.  23-26,  makes  this  point;  as  does  Werner  Jaeger,  Paideia,  The  Ideals  of  Greek 
Culture,  Oxford  University  Press,  New  York,  1965,  vol.  1,  Book  1,  chap.  3,  pp.  35-56. 

q 

Rushton  Coulbourn  (ed.),  Feudalism  in  History  (c.  1956),  Archon  Books,  Hamden,  Conn.,  1965, 
p.  383. 

^R.  R.  Bolgar,  The  Classical  Heritage  and  Its  Beneficiaries  from  the  Carolingian  Age  to  the  End  of 
the  Renaissance,  Harper  Torchbooks,  New  York,  1964,  pp.  16-17. 
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For  details  of  education  in  Homeric  times,  see  Marrou,  op.  cit.,  chap.  1. 
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when  the  city-states  institutionalized  education,  they  established  music  schools 
palaestras,  and  gymnasiums  to  perpetuate  the  chivalric  ideals  of  culture  and  education' 
as  described  by  Homer.  (2)  Then  literacy  required  its  own  kind  of  school.  After  the 
epics  were  written  down  in  Greek  texts,  probably  in  Ionia  between  850-750  BC 
eventually  one  text  was  brought  to  Athens  (probably  in  the  sixth  century)  and 
officially  adopted  as  the  result  of  public  competition.  When  this  was  done,  the  written 
texts  became  the  textbooks  for  generations  of  schoolboys  to  read,  memorize,  and 
recite,  if  not  emulate,  in  all  parts  of  the  world  where  Greek  was  taught  or  learned  in 
schools. 

In  this  effort  to  combine  literacy  with  arete  the  Greeks  created  new  forms  of 
organized  education,  different  in  goal,  in  organization,  in  substance,  and  in  spirit  from 
the  organized  schools  known  to  any  other  civilization  up  to  that  time.  The  goal  was 
something  new  under  the  sun,  but  literacy  arete  were  not  always  easy  bedfellows. 


B.  THE  FORMATIVE  PERIOD  OF  GREEK  EDUCATION 
(800  B.C.-500  B.C.) 

Tie  rhythm  of  educational  development  operating  in  the  cases  of  Mesopotamia  and 
Egypt  seems  to  apply  with  particular  usefulness  to  the  course  of  Greek  education. 
Wliat  seems  to  be  the  most  striking  difference  is  that  the  formative  and  florescent 
periods  of  organized  education  in  Greece  were  of  relatively  short  duration  as  contrasted 
with  the  length  of  the  dispersive  period.  Schools  were  organized  fairly  quickly  in  the 
matter  of  two  or  three  centuries,  and  their  most  creative  period  was  a  burst  of  activity 
that  lasted  less  than  two  centuries  (from  500  B.C.  to  300  B.C.).  The  dissemination  of 
Greek  educational  ideas  and  practices  continued,  however,  in  much  of  the  Middle  East 
(to  200  A.D.),  in  the  Roman  Empire  (to  500  A.D.),  in  the  Byzantine  Empire  (to  1500 
A.D.),  and  in  medieval  and  Renaissance  Europe  (to  1700  A.D.).  All  in  all,  the 
dispersion  ot  Greek  education  has  continued  for  more  than  2,000  years.  It  is  still  much 
alive  wherever  traditional  Western  education  has  penetrated. 

Figure  3.2  encompasses  the  entire  development  of  Greek  education  down  to  the 
formative  period  of  Western  education.  This  chapter  concentrates  on  the  formative 
and  florescent  periods  of  Hellenic  education.  The  next  three  chapters  deal  with  the 
continuing  and  the  recurring  influence  of  Hellenism  upon  the  Roman,  the  Christian, 
the  Byzantine,  the  medieval  and  the  Renaissance  education  to  come.  These  testify  to 
the  characterization  of  Greek  civilization  as  an  ever-flowing  wellspring  for  the  sus¬ 
tenance  of  Western  education. 

The  Rise  of  the  Polis  and  “Demoliterate”  Society 

In  describing  the  origins  of  schooling  in  the  Sumerian  cities  and  Egypt  in  the  fourth 
millenium  B.C.,  we  called  attention  to  four  interrelated  Ingredients  of  the  civilizing 
process,  urbanization,  social  differentiation,  political  institutionalization,  and  written 
language.  In  this  process  priests  and  kings  organized  schools  for  the  training  of  the 
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scribes  deemed  necessary  to  perform  the  administrative  and  leadership  functions  of  the 
small  ruling  class  in  what  I  have  dubbed  an  elitoliterate  society.  Now  the  Minoans  on 
Crete  and  the  Mycenaeans  on  the  mainland  of  Greece  were  possibly  developing  a 
similar  type  of  scribal  education  down  to  the  middle  half  of  the  second  millenium 
B.C.,  a  time  when  the  Middle  Eastern  educational  systems  were  entering  their  disper¬ 
sive  phases.  If  the  Aegean  civilization  had  not  been  destroyed  in  the  latter  half  of  that 
millenium,  we  can  only  guess  what  the  character  of  the  subsequent  Greek  civilization 
would  have  been.  As  it  was,  life  on  the  Greek  mainland  reverted  to  a  more  rural,  feudal 
kind  of  dark  age  following  the  Dorian  invasions,  and  the  distinctive  formulation  of 
Greek  civilization  took  place  first  on  the  western  coast  of  Asia  Minor  from  800  to  500 
B.C. 

All  of  our  four  ingredients  were  involved  in  the  rise  of  Hellenic  civilization,  but 
they  took  on  quite  different  characteristics  when  they  appeared  first  in  such  Ionian 
cities  as  Miletus  and  Ephesus  and  later  on  the  Greek  mainland.  After  all,  the  Greeks 
were  not  starting  from  scratch.  As  the  Ionian  Greeks  fled  eastward  across  the  Aegean 
and  came  into  still  closer  contact  with  the  Middle  Eastern  civilizations  than  formerly, 
they  were  able  to  sluff  off  more  rapidly  the  remnants  of  tribal  folk  society  that  had 
marked  the  rule  of  their  “primitive”  kingships  and  warrior  aristocracies  during  the 
Mycenaean  age  and  the  succeeding  dark  age. 

The  first  thing  to  note  about  the  formative  period  of  Greek  education  is  that  it 
came  on  the  heels  of  a  long  period  of  intercivilizational  contact  and  in  the  midst  of  the 
social  and  cultural  ferment  of  the  first  millenium  B.C.,  a  ferment  that  had  shifted  from 
the  heartlands  of  Mesopotamia  and  Egypt  to  the  eastern  shores  of  the  Mediterranean 
where  the  interplay  of  ideas  and  of  peoples  had  been  heightening  from  the  twelfth  and 
tenth  centuries  B.C.  onward.  The  Ionic  Greeks  added  to  this  ferment  their  own 
distinctive  heritage  which  included  the  Mycenaean  courtly  and  aristocratic  culture  as 
well  as  the  poetic  and  epic  traditions  passed  down  by  generations  of  bards.  But  as  they 
fled  the  invasions  of  the  aggressive  Dorians,  they  settled  in  compact  groups  on  the 
alien  if  not  hostile  shores  of  Asia  Minor  where  their  own  differing  traditions  had  to  be 
reconciled  in  the  face  of  the  strangers  they  confronted.  This  phenomenon  produced  a 
cohesiveness  of  social  organization—partly  for  protection  and  partly  to  preserve  their 
familiar  and  cherished  heritage— and  stimulated  them  to  devise  new  forms  of  political 
organization  more  quickly  than  they  might  otherwise  have  done.  The  result,  in  brief, 
was  the  creation  of  the  Greek  polls,  the  city-state  that  had  some  characteristics  in 
common  with  its  predecessors  in  Sumer  but  which  developed  a  style  and  genre  all  its 
own. 

While  some  of  the  outward  forms  of  tribe  and  clan  were  kept,  the  Greek  polls 
moved  rapidly  to  drop  the  essentially  ascriptive  characteristics  of  kinship  ties  typical 
of  folk  societies  and  established  citizenship  in  the  polls  as  the  overriding  tie  that  bound 
the  community  together.  The  bonds  of  the  territorial  state  became  the  primary  form 
of  social  cohesion,  superior  to  family  or  kin,  class  or  caste,  or  any  kind  of  voluntary 
association.  The  rules  for  governing  the  polls  were  not  to  be  the  arbitrary  will  of  gods, 
or  priests,  or  kings,  or  god-kings,  but  the  rules  drawn  up  in  the  form  of  laws 


Figure  3. 1  The  Graeco-Roman  World  of  Education 
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administered  by  magistrates  on  behalf  of  those  who  had  the  largest  stake  in  the  city, 
its  “citizens.”  To  be  sure,  the  early  Greek  city-states  were  aristocratic  in  form,  with 
the  large  landowners  exercising  the  dominant  voice  through  the  councils  of  elders  or 
councils  of  nobles  who  by  the  eighth  century  B.C.  had  even  taken  over  power  from  the 
hereditary  kings. 

In  the  course  of  the  seventh  century,  however,  a  far  more  democratic  develop¬ 
ment  took  place:  independent  farmers  were  drawn  into  the  ranks  of  the  city-state 
army  as  infantrymen  or  hoplites.  The  power  of  massed,  coordinated,  and  disciplined 
bodies  of  soldiers  organized  into  the  phalanx  proved  far  superior  to  the  cavalrymen  of 
the  nobles;  the  hoplites  thus  became  an  egalitarian  bulwark  of  the  citizenry  in  the 
sixth  century  B.C.  It  was  not  exactly  “one  man-one  vote,”  for  aliens  and  slaves  and 
the  propertyless  were  not  yet  admitted  to  membership  in  the  popular  assembly  or 
courts,  but  the  base  of  political  participation  went  far  beyond  anything  that  had  ever 
been  known  before.  Democracy  was  thenceforth  a  political  form  to  be  reckoned  with. 
And  when  the  propertyless  men  of  the  city  of  Athens  were  admitted  to  citizenship  by 
the  end  of  the  sixth  century,  the  franchise  was  broadened  still  further.  Athens  had 
become  a  mercantile  as  well  as  an  agricultural  state,  relying  heavily  upon  the  rowers  of 
its  navy  and  the  artisans  who  produced  the  commercial  goods  for  trade  abroad  as  well 
as  at  home. 

It  is  true  that  some  of  the  Greek  city-states  did  not  choose  to  develop  commerce 
or  seagoing  trade  nor  to  extend  citizenship  beyond  the  independent  former.  Sparta  was 
the  prime  example  on  one  side,  holding  back  from  the  brink  of  democracy;  Athens 
was  the  prime  example  on  the  other  side,  diving  into  the  democratic  waters.  Even 
Athens,  however,  never  opened  up  its  citizenship  privileges  to  women,  to  aliens,  or  to 
slaves.  The  estimate  is  made  that  the  total  population  of  Attica  in  the  late  fifth 
century  B.C.  numbered  between  250,000  to  350,000  persons;  of  these,  adult  male 
citizens  probably  reached  only  35,000  to  50,000.  The  total  citizen  class,  including 
women  and  children,  thus  amounted  to  somewhat  over  half  of  the  total  population, 
with  possibly  something  less  than  a  fourth  being  aliens  and  a  fourth  slaves. 

The  point,  then,  is  that  many  of  the  Ionian  city-states  in  Asia  Minor  and  the 
city-states  of  mainland  Greece  produced  a  style  of  social  and  cultural  life  which 
uniquely  wove  together  urbanization  and  political  institutionalization  in  ways  that 
enormously  broadened  the  scope  of  social  and  cultural  participation  among  a  higher 
proportion  of  the  population  than  had  been  true  of  any  other  civilization.  While  social 
differentiation  was  obviously  present  too,  it  did  not  take  the  rigid  form  of  social 
stratification  of  caste  in  India  or  the  hardening  of  class  lines  that  characterized  most  of 
Mesopotamian  and  Egyptian  history. 

Specialization  in  the  economic  and  commercial  spheres  was  obviously  highly 
developed,  but  in  political  and  cultural  affairs  the  ideal  of  the  generalist  was  another  of 
the  unique  contributions  of  the  polis:  every  citizen,  no  matter  how  exalted  or  how 
lowly,  should  take  his  part  in  the  public  affairs  of  law  court  and  assembly,  of  games 

^^See  A.  W.  Gomme,  ne  Population  of  Athens  in  the  Fifth  and  Fourth  Centuries,  B.C.,  Blackwell, 
Oxford,  1957,  Appendix. 
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and  music  and  theater,  of  military  service,  and  of  religious  festivals.  The  citizen  as 
“free  man”  should  do  all  these  things— and  he  therefore  needed  a  “liberal  education” 
appropriate  to  the  competence  expected  of  a  free  man.  This  could  not  be  the  narrow 
or  technical  education  required  of  the  specialist;  it  must  be  the  broad,  generous,  and 
general  education  befitting  the  wide  varieties  of  active  participation  expected  of  the 
citizen  who  would  serve  the  common  good  of  his  city  and  in  turn  be  served  by  it. 

Before  we  turn  to  the  new  forms  of  education  that  the  Greek  polls  devised  in 
order  to  train  the  new  kind  of  citizen,  we  must  mention  the  fourth  ingredient  in  the 
origin  of  civilization-which  may  indeed  have  been  the  most  influential  of  all— the 
Greeks’  contribution  to  written  language  and  organized  knowledge.  We  have  noted 
how  the  origin  of  written  language  itself  was  a  creation  of  the  temple  communities  and 
city-states  of  Sumer,  and  how  the  scribes  of  the  commercial  cities  of  the  Levant  from 
Ugarit  in  the  north,  southward  to  Byblos,  Sidon,  and  Tyre  had  been  simplifying  the 
scripts  of  the  Middle  East  and  developing  alphabetic  forms  of  writing  during  the 
second  and  first  milleniums,  B.C.  The  Mycenaeans  and  the  Greek  city-states  were  in 
close  commercial  and  cultural  touch  with  these  developments. 

The  Phoenicians  are  usually  given  credit  for  inventing  the  alphabet  which  made 
writing  so  much  easier  and  therefore  available  to  so  many  more  people.  Some  scholars 
believe,  however,  that  this  was  only  the  next  to  the  last  step  in  inventing  a  true 
alphabet,  inasmuch  as  the  Phoenicians  devised  letters  for  the  consonants  but  not  for 
the  vowels  in  their  spoken  language.  It  was  the  Greeks  of  Ionia,  they  argue,  who  took 
the  final  step  by  devising  a  written  letter  for  each  vowel  sound  as  well  as  for  each 
consonantal  sound.  It  was  this  achievement  which  really  “democratized”  literacy  and 
made  it  possible  for  the  knowledge  of  reading  and  writing  to  be  learned  by  virtually 
every  person  in  a  society  during  a  relatively  short  period  of  schooling.^ ^  The  Greeks 
made  a  demoliterate  society  possible  and  created  the  schools  to  go  with  it. 

The  best  evidence  seems  to  be  that  fully  alphabetic  writing  in  Greek  was 
introduced  into  the  Ionian  city-states  sometime  in  the  ninth  century  B.C.  Since  their 
language  did  not  have  so  many  consonants  as  the  Semitic  language  of  the  Phoenicians, 
the  Ionian  Greeks  had  five  signs  left  over,  so  they  applied  these  signs  to  their  five 
vowels.  Every  basic  sound  now  had  a  written  letter.  This  meant  that  reading  and 
writing  could  be  learned  in  something  like  three  years  instead  of  ten.  Since  writing 
could  spread  so  rapidly  through  the  population,  a  special  class  of  scribes  whose  secret 
mysteries  gave  them  a  monopoly  of  the  power  of  writing  was  not  necessary.  The 
estimate  is  made  that  it  took  only  100  years  from  the  introduction  of  the  alphabet  to 
its  widespread  use;  some  say  from  850  to  750  B.C.,  others  say  from  750  to  650  B.C. 
This  was  the  time  when  the  Greek  oral  tradition  was  written  down,  when  the  poems  of 
Homer  and  Hesiod  were  transcribed,  probably  in  Ionia.  Just  how  and  when  and  who 
learned  the  new  Greek  writing  well  enough  to  perform  this  magnificently  creative  task 
may  never  be  known.  But  it  is  clear  that  the  city  life  made  it  possible,  and  we  can  only 
assume  that  some  kind  of  corporate  life  or  continuing  contact  among  the  writers  was 

J.  Gelb,  A  Study  of  Writing,  rev.  ed.,  University  of  Chicago  Press,  Chicago,  1952.  (Phoenix 
edition,  1963),  pp.  176-205. 
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ustained.  What  is  also  clear  is  that  a  fairly  high  degree  of  literacy  was  evident  in  the 
ities  of  mainland  Greece  as  well  as  in  Ionia  by  the  end  of  the  seventh  century  or  the 
)eginning  of  the  sixth  century  B.C. 

We  can  further  assume  that  some  form  of  organized  educational  effort,  at  least 
■or  a  few,  was  in  existence  during  this  formative  period  of  Greek  writing.  Education 
my  have  been  largely  in  the  form  of  individual  tutoring  among  the  well-to-do  classes. 
Dr,  indeed,  there  may  have  been  some  kind  of  priestly  or  professional  class  of  poets 
md  bards  who  frequented  the  temples  of  the  early  city-states  and  who  may  have 
systematically  inducted  novitiates  into  the  art  of  reading  and  writing.  This  would  have 
clearly  been  in  line  with  developments  in  the  earlier  civilizations,  but  our  evidence  is 
weak  on  this  score.  We  do  know,  however,  that  a  peculiarly  vital  form  of  intellectual 
life  developed  first  in  the  Ionian  cities  and  then  on  the  Greek  mainland.  This  took  on 
religious  and  philosophical  characteristics  of  major  significance. 

In  the  early  Aegean  period  Greek  religious  beliefs  were  akin  to  those  of  other 
folk  societies  in  assuming  that  anthropomorphic  gods  inhabited  the  lieavens  and  earth, 
directing  the  destinies  of  man.  The  Homeric  epics  give  a  clear  picture  of  the  family  of 
Greek  gods  who  helped  to  bring  about  a  common  feeling  of  identity  among  the  various 
Greek  cities  as  the  celebration  of  religion  was  transferred  from  tlie  king's  palaces  to  the 
public  temples  of  the  city-states.  One  reason  a  tightly  organized  priestly  class  with  a 
special  authority  did  not  gain  great  power  in  Greece,  outside  of  a  few  temples  such  as 
that  at  Delphi,  was  the  fact  that  much  of  Greek  religion  was  a  public  affair  in  the 
hands  of  magistrates. 

Religious  institutions  thus  had  two  educational  faces:  an  open  'Tiaylight"  aspect 
connected  with  the  worsliip  of  the  gods  of  the  cities,  and  a  secret  aspect  associated 
with  the  mysteries  and  cults  open  only  to  the  initiates.  The  civic  religion  was 
celebrated  in  public  ceremonies,  song,  dance,  drama,  athletic  games,  and  city  shrines 
by  means  of  winch  the  individual  citizen  achieved  social  identification  with  his  group. 
The  secret  societies  emphasized  the  selective  character  of  tlieir  membership  and  special 
interests  devoted  to  specific  gods  or  rites. 

Eventually,  however,  it  was  the  Greeks'  approach  to  critical  thought  and  the 
systematization  of  knowledge  that  was  to  change  the  character  of  education  more  than 
any  other  thing  they  did.  And  tliis  achievement  may  well  have  been  made  possible  by 
their  creation  of  fully-developed  alphabetic  writing.^^  When  the  custody  of  a  sacred 
tradition  is  entrusted  to  a  highly  trained  few,  as  in  the  elitoliterate  societies  of 
Mesopotamia  or  Egypt,  it  is  difficult  for  criticism  or  dissent  to  arise,  but  when 
literacy  becomes  widely  prevalent,  as  in  the  demoliterate  city-states  of  Greece,  it  is 
easier  for  skepticism  and  criticism  to  be  expressed.  At  least  this  happened  in  some  of 
the  Ionian  and  mainland  cities. 

When  the  Homeric  epics  were  written  down,  they  began  to  be  treated  as  myths 
rather  than  as  received  truth.  Some  of  the  Greek  thinkers  began  to  try  to  devise  more 
lo^cal  and  rational  explanations  for  the  phenomena  of  the  natural  world.  The  sheer 
effort  to  classify  and  categorize  physical  phenomena  was  made  easier  by  the  use  of  the 

^^See  especially,  Goody  and  Watt,  op.  cit.,  pp.  34-68. 
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more  flexible  and  simplified  Greek  writing  system.  What  remained  simply  word  lists  to 
be  memorized  among  the  Mesopotamians  and  Egyptians  became  the  categories  for 
classifying  distinctive  bodies  of  knowledge  and  the  systematic  analysis  of  logical 
thought  by  the  Greek  philosophers.  The  important  thing  for  the  history  of  thought 
and  education  is  that  an  intellectual  revolution  was  taking  place  along  with  the 
political  and  economic  revolutions  of  the  sixth  century  B.C.  No  longer  content  to 
accept  mythological  explanations  of  the  observed  regularity  of  physical  phenomena, 
some  men  began  to  devise  rational  explanations  in  the  form  of  natural  laws,  often 
concentrating  upon  a  single  fundamental  element. 

For  example,  Thales,  who  may  have  been  familiar  with  the  geometry  of  the 
Egyptians  and  the  cosmology  of  the  Babylonians,  came  to  the  conclusion  that  water 
was  the  essential  characteristic  of  all  matter.  Pythagoras,  who  may  have  been  familiar 
with  the  Indian  philosophy  of  withdrawal  from  the  everyday  world  of  affairs,  found 
mathematical  consistencies  in  the  movement  of  the  stars  as  well  as  in  musical  tones. 
Anaximander  estimated  that  the  universe  was  infinite  in  size  and  that  man  was  a  higher 
form  in  the  long  process  of  evolution.  Xenophanes  believed  that  reality  was  guided  by 
a  single  god  or  directing  force.  Anaximenes  found  the  essence  of  things  in  air,  and 
Heraclitus  found  it  in  fire.  Empedocles  suggested  a  theory  of  evolution.  Leucippus  and 
Democritus  formulated  an  atomic  theory  of  the  construction  of  the  universe.  Hippo¬ 
crates  developed  the  study  of  medicine.  Anaxagoras  located  permanence  in  the  realm 
of  mind  (nous)  that  lies  behind  change  and  gives  order  to  it. 

Whatever  else  the  pre-Socratic  philosophers  did,  they  created  new  versions  of  the 
way  to  think  about  the  world  and  the  universe.  They  turned  away  from  anthropomor¬ 
phic  explanations  in  favor  of  the  impersonal  laws  of  nature  not  subject  to  individual 
whim;  indeed,  this  was  the  way  the  polis  was  intended  to  operate  in  the  human  sphere. 
If  the  universe  was  basically  rational,  then  obviously  rationality  is  the  proper  way  of 
life  for  man.  Or  perhaps  it  was  the  other  way  round:  if  man  could  organize  a  rational 
way  of  life  in  the  polis,  could  nature  do  less  when  it  came  to  organizing  the  world  and 
the  cosmos? 

Goody  and  Watt  argue  not  only  that  the  flexibility  and  simplicity  of  alphabetic 
writing  made  it  possible  for  the  Greek  city-states  to  become  essentially  literate 
societies  as  a  whole,  but  that  they  established  many  of  the  institutions  that  became 
characteristic  of  all  later  literate  societies. Among  these  were  new  forms  of  or¬ 
ganized  schooling  that  increasingly  became  available  to  a  large  part  of  the  population. 

Education  in  the  Open  Polis  of  Athens 

The  political,  intellectual,  and  demoliterate  character  of  the  Greek  city-states  proved 
to  be  fertile  ground  for  the  creation  of  three  types  of  organized  schools.  It  is  fruitless 
to  try  to  determine  where  and  when  the  first  Greek  schools  appeared,  but  by  the 
seventh  century  B.C.  most  city-states  had  not  only  developed  highly  disciplined  forms 
of  military  training  but  had  organized  formal  schools  devoted  principally  to  physical 
education.  Called  the  gymnasium  or  palaestra,  these  institutions  kept  alive  the  warrior 
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or  feudal  ideal  of  the  heroic  age  but  translated  it  into  the  form  of  at  hletics  and  sports 
which  could  be  practiced  by  most  of  the  young  men  and  boys  of  the  citizen  class  in 
the  polis.  Marrou  believes  that  the  palaestra  was  the  earliest  of  the  three  types  of 
schools  to  become  popular  in  the  city-states-well  before  the  end  of  the  seventh 
century.*'* 

The  second  type  to  appear,  some  time  in  the  sixth  century  B.C.,  was  the  music 
school,  which  also  embodied  a  continuation  of  the  courtly  ideal  of  the  aristocratic 
heroic  age.  In  this  school  the  boy  learned  to  sing,  to  play  a  musical  instrument,  and, 
above  all,  to  recite  the  epic  poetry  of  Homer  and  the  lyric  poetry  of  Hesiod, 
Theognis,  and  Tyrtaeus.  Together,  these  two  poetic  traditions  provided  the  vehicle  for 
much  of  the  moral  training  that  bound  the  Greeks  to  their  polis  and  helped  them 
achieve  their  identity  as  Greek  citizens,  whether  the  ideal  be  the  noble  deed  of  the 
Homeric  hero-warrior  type  or  the  steadfast  loyalty  and  hard-working  farmer-rural  type 
glorified  by  Hesiod.  The  Greeks  designed  these  two  types  of  schools  very  largely  in  the 
oral  tradition,  but  before  the  end  of  the  sixth  century  B.C.  a  third  type  appeared, 
the  literacy  school,  or,  to  point  the  contrast  with  the  others,  a  reading  school.  Of  the 
three,  it  came  latest  on  the  scene,  but  it  outlasted  the  others  to  the  extent  that 
eventually  the  very  name  school  came  to  mean  the  literacy  or  reading  school. 

We  cannot  possibly  elaborate  on  the  varieties,  the  likenesses,  or  the  differences 
found  in  the  three  kinds  of  schools  in  the  different  city-states  of  Greece.  They  have 
been  described  in  great  detail  by  Marrou,  Jaeger,  Freeman,  and  other  authors;  they  are 
best  represented  by  those  of  Athens  whose  reputation  and  influence  in  the  long  run 
outdid  all  others.  For  a  time  it  looked  as  though  Sparta  might  become  the  model  for 
Greek  cultural  development,  but  Sparta’s  bid  for  leadership  in  Greece  ended  rather 
abruptly  around  500  B.C.  when  slave  rebellions  prompted  the  Spartans  to  try  to 
maintain  the  status  quo  rather  than  to  innovate  and  experiment  with  new  forms  of 
social  organization.  From  that  time  on,  Sparta  became  petrified  culturally,  socially, 
and  educationally.  Sparta’s  “great  refusal”  in  effect  handed  over  the  cultural  and  social 
leadership  of  Greek  civilization  to  Athens,  which  continued  to  grow  and  to  change  as 
it  moved  from  the  sixth  century  into  the  fifth.  At  the  time  when  Sparta  was  deciding 
to  become  a  “closed”  polis  and  to  make  its  education  almost  exclusively  para-military, 
Athens  was  expanding  the  idea  of  education  to  make  it  broadly  “civiF’-or  better 
“civilizing”-in  the  sense  that  it  would  form  the  citizen  for  a  life  of  full  participation 
in  the  wide  range  of  activities  worthy  of  the  city.  This  was  the  meaning  of  paideia  in 
the  open  polis. 

One  of  the  crucial  developmental  differences  between  Sparta  and  Athens  was  the 
fact  that  the  unification  of  the  surrounding  territory  of  Attica  by  Athens  took  place 
more  by  gradual  political  consolidation  than  by  harsh  military  conquest.  As  a  result, 
the  base  of  citizenship  in  Athens  came  to  be  much  broader  than  in  Sparta.  At  the 
beginning  of  the  seventh  century  B.C.  the  mlers  of  the  Athenian  state  consisted  of  a 
king  as  military  leader  and  magistrates  as  civil  officials.  Thereafter,  the  king’s  military 
and  political  power  began  to  decline,  whereas  that  of  the  civil  officials  increased.  This 

Marrou,  op.  cit.,  chaps.  2  and  4. 
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process  of  widening  the  base  of  Athenian  citizenship  went  on  more  or  less  successfully 
through  the  seventh  and  sixth  centuries  B.C. 

The  key  step  in  political  institutionalization  was  taken  by  Cleisthenes  in  502 
B.C.  when  citizenship  and  the  political  basis  of  suffrage  were  changed  from  kinship  to 
territorial  groupings.  On  a  basis  of  almost  complete  democracy  the  citizens  elected  the 
various  branches  of  government:  the  popular  assembly  (legislative);  the  law  court 
(judicial);  and  the  Council  of  Five  Hundred  and  the  magistrates  who  carried  out  the 
desires  of  the  Council  (executive).  These  came  to  be  the  basic  forms  of  Athenian 
political  democracy.  Indeed,  they  characterized  the  differentiated  political  institutions 
which  marked  the  Greek  city  wherever  it  was  transplanted  in  succeeding  centuries. 
Their  presence,  along  with  Greek  educational  institutions,  signified  the  presence  of 
Greek  civilization. 

In  the  eighth  and  the  seventh  centuries  B.C.  profound  economic  as  well  as 
political  changes  took  place  in  the  Greek  world.  As  the  Greeks  found  that  their  olive 
oil  and  wine  were  products  that  the  Eastern  societies  desired,  an  active  foreign  trade 
grew  up  that  began  to  convert  the  Greek  countryside  from  farming  and  raising 
livestock  to  the  cultivation  of  vineyards  and  olive  trees.  A  corollary  of  these  economic 
changes  was  the  drive  for  colonies  to  produce  the  foodstuffs  and  textiles  that  were  no 
longer  being  produced  in  sufficient  quantities  at  home.  The  struggle  for  markets  led  to 
an  active  period  of  colonization  that  spread  Greek  settlements  to  almost  all  parts  of 
the  Mediterranean  world,  east  to  the  Levant,  south  to  Egypt  and  North  Africa,  and 
west  to  Sicily,  Italy,  Spain,  and  France.  Urban  life  became  much  more  important  than 
ever  before,  as  dispossessed  persons  sought  a  new  living  in  the  cities  and  as  others  tried 
to  improve  their  economic  status.  The  urban  character  of  life,  with  its  attendant 
commercial  class,  gave  Athenian  education  a  cosmopolitan  and  varied  scope  that  was 
never  reached  by  the  dominantly  rural  and  agricultural  society  of  Sparta. 

Just  when  the  first  formal  schools  appeared  in  Athens  is  not  certain,  but  we  do 
know  that  several  educational  laws  have  been  attributed  to  Solon  in  the  early  part  of 
the  sixth  century  B.C.  The  presumption  is  that  schools  of  some  sort  (probably 
palaestras)  existed  as  early  as  the  seventh  century  and  that  music  and  literary  schools 
were  widespread  by  the  end  of  the  Persian  Wars  in  480  B.C,  It  is  probably  true  that 
before  Solon’s  time  some  schools  already  existed  concerning  which  he  made  the 
regulations  attributed  to  liim.  Whether  he  formulated  the  laws  or  not,  the  state  by  his 
time  had  begun  the  practice  of  paying  school  tuitions  for  boys  whose  lathers  had  been 
killed  in  the  armies.  These  were  probably  among  the  first  educational  benefits  for 
families  of  veterans.  Other  state  regulations  concerning  education  apparently  com¬ 
pelled  parents  to  see  that  their  sons  learned  their  letters  and  acquired  the  ability  to 
swim.  The  state  also  appointed  a  public  supervisor  for  education,  and  eventually  the 
law  required  parents  to  see  that  their  sons  were  given  an  elementary  education  that 
included  gymnastics,  music,  and  letters. 

In  contrast  to  the  basically  military-elitist  bias  of  Spartan  education,  the  aims 
and  content  of  Athenian  education  tended  toward  the  democratic  ideal.  Reflecting  a 
far  broader  conception  of  citizenship,  Athenian  education  set  out  to  provide  youth 
with  an  intellectual  and  aesthetic,  as  well  as  a  physical  and  military  foundation  for 
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citizenship.  In  the  Athenian  educational  ideal,  these  four  aspects  were  expected  to  be 
brought  into  a  well-rounded  whole  in  which  all  reached  a  perfect  balance  or  harmony. 
The  ultimate  goal  was  the  achievement  of  those  qualities  of  character  that  would 
enable  the  Individual  to  become  an  effectively  functioning  member  of  the  democratic 
city-state.  Although  the  Athenian  ideal  of  education  called  for  harmonious  develop¬ 
ment  of  the  intellectual,  aesthetic,  physical,  and  military  powers  of  the  individual, 
different  teachers  were  assigned  the  task  of  nourishing  the  several  aspects  of  the 
citizen’s  character.  Differentiated  educational  institutions  were  in  the  making. 

The  development  of  physical  ability  was  placed  in  the  hands  of  the  gymnastic 
teacher  (paedotribe),  whose  task  was  to  develop  physical  stamina,  grace,  and  health 
through  exercises  in  the  palaestra.  The  boys  were  taught  how  to  run,  jump,  swim, 
throw  the  javelin,  and  wrestle.  Considerable  emphasis  was  put  upon  the  ability  to 
control  one’s  body  easily  and  gracefully  as  well  as  skillfully.  The  boys  exercised 
individually  or  in  pairs,  and  careful  supervision  was  exerted  to  see  that  the  boys  were 
matched  evenly  and  played  the  game  in  a  sportsmanlike  fashion.  Individual  instruction 
rather  than  a  class  or  graded  method  of  teaching  seems  to  have  been  characteristic  of 
elementary  education. 

The  teacher  of  music  (citharist)  was  given  the  specialized  function  of  developing 
a  sense  of  rhythm  and  melody.  The  boys  learned  to  play  the  seven-stringed  lyre,  to 
sing,  to  chant,  and  to  dance.  These  abilities  not  only  developed  the  individual’s 
aesthetic  senses  but  also  prepared  him  to  take  part  in  the  civic  and  religious  festivals  of 
his  city.  He  could  thus  participate  in  the  instrumental,  poetic,  and  singing  contests,  in 
the  war  dances,  in  the  rites  to  the  gods,  and  in  family  celebrations  connected  with 
birth,  marriage,  and  death.  Most  of  the  direct  training  for  dancing  was  accomplished, 
not  in  the  schools,  but  in  connection  with  the  Greek  chorus  that  was  so  important  a 
feature  of  the  dramatic  and  religious  festivals.  A  choregos  (chorus  master)  was 
appointed  to  choose  and  train  the  members  of  the  chorus  for  the  various  public 
occasions. 

The  teacher  of  letters  (grammatist)  concentrated  on  linguistic  and  intellectual 
development.  He  taught  the  boys  to  read,  to  write,  and  to  count.  They  learned  to  read 
by  memorizing  the  alphabet,  learning  rhymes  and  songs  about  the  various  letters,  and 
eventually  reading  from  such  books  as  the  Iliad,  Odyssey,  Hesiod’s  Works  and  Days, 
and  Aesop’s  Fables.  They  practiced  oral  speaking  freely  in  order  to  learn  correct 
pronunciation.  They  learned  to  write  on  wax  tablets  or  papyrus  as  the  teacher  dictated 
materials  to  them  to  copy.  Counting  was  usually  done  on  the  fingers  or  with  stones. 
Sometimes  the  teaching  of  letters  and  of  music  went  hand  in  hand,  instruction  in  both 
being  ^ven  by  the  same  teacher  or  by  two  teachers  in  the  same  school. 

Beyond  the  three  forms  of  elementary  education  just  described,  the  Athenians 
put  considerable  emphasis  upon  physical  education  and  military  training.  State  gym¬ 
nasiums  provided  physical  education  of  an  advanced  type,  where  youths  from  fifteen 
or  sixteen  years  of  age  concentrated  upon  achieving  excellence  in  the  sports  of  the 
pentathlon,  running,  jumping,  discus  throwing,  javelin  throwing,  and  wrestling.  Mili¬ 
tary  training  was  emphasized  for  Athenian  youth  from  the  age  of  eighteen  to  twenty 
during  a  two-year  period  of  cadet  training.  At  this  time  the  boys  learned  the  methods 
of  defensive  and  offensive  tactics,  studied  the  topographical  features  of  the  country. 
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and  began  to  specialize  in  cavalry,  infantry,  or  naval  maneuvers.  At  the  age  of  twenty 
the  young  man  was  ready  to  take  his  place  as  a  full  citizen  and  as  a  full-fledged 
member  of  the  armed  forces.  Physical  education  and  military  training  thus  comprised 
nearly  the  whole  of  advanced  education  in  Athens  prior  to  the  fifth  century  B.C. 

All  in  all,  this  formative  period  in  Athenian  education  reflected  a  combining  of 
the  heroic  aristocratic  tradition  with  the  new  forces  of  urbanization,  social  diffentia- 
tion,  political  institutionalization,  and  literacy.  The  aristocratic  tradition  was  carried 
on  in  the  gymnasium  and  music  school,  which  made  available  to  the  whole  citizenry 
what  had  formerly  been  the  exclusive  domain  of  the  nobility.  The  urban  life  made  it 
desirable  and  possible  to  replace  the  individual  tutors  for  this  training  with  organized 
schools,  specific  teachers  in  charge,  and  definite  places  and  times  for  instruction.  The 
development  of  writing,  of  course,  led  to  the  popularization  of  literacy  among  the 
whole  citizen  class.  Athens  could  have  stopped  short  of  making  these  adaptations,  as 
indeed  Sparta  did.  She  could  have  remained  an  aristocratic,  conservative,  rural-oriented 
society,  as  Sparta  did.  If  she  had  done  so,  there  might  not  have  been  a  florescent 
period  in  Greek  civilization,  or  it  might  have  fallen  to  another  city  to  cultivate.  But 
Athens  did  respond  and  in  doing  so  created  a  brilliant  civilization  in  what,  up  to  that 
point  in  history,  was  a  spectacularly  short  period  of  time. 


C.  THE  FLORESCENT  PERIOD:  THE  GOLDEN  AGE 
OF  HELLENISM  (500  B.C.-300  B.C.) 

During  the  burst  of  cultural  creativity  that  marked  the  golden  age  of  Athens  in  the 
fifth  century  B.C.  and  the  period  of  ferment  that  followed  in  the  fourth  century,  the 
principal  agencies  of  Greek  education  took  on  their  major  institutional  forms,  and  the 
range  of  fundamental  theories  about  the  role  of  education  found  notable  expression  in 
a  galaxy  of  writers  on  education.  Few  major  innovations  in  Greek  educational 
institutions  or  educational  theories  took  place  after  the  fourth  century.  For  500  years 
after  300  B.C.,  or  indeed  for  1500  years,  the  dispersion  and  dissemination  of  Hellenic 
education  was  more  important  than  its  creativity.  But  in  the  process  the  education  of 
half  the  world  had  been  fundamentally  changed. 

The  Glory— and  the  Flaw- 
in  the  Ideal  of  the  Polls 

The  height  of  the  political  and  military  power  of  Athens  was  reached  in  the  fifth 
century  B.C.  along  with  the  greatest  effectiveness  of  Athenian  democracy,  soon  after 
Athens  made  so  bold  as  to  send  aid  to  the  Greek  cities  of  Asia  Minor  in  their  revolt 
against  Persia.  When  the  Greek  city-states,  with  Athens  at  the  head,  emerged  victorious 
from  the  Persian  Wars,  the  Delian  Confederacy,  formed  to  ward  off  further  invasions 
from  Persia,  was  gradually  transformed  by  Athens  from  a  league  of  independent  states 
into  an  Athenian  Empire. 

Democratic  and  imperial  Athens  was  bound  to  come  into  conflict  with  the  other 
major  military  state  in  Greece,  aristocratic  and  conservative  Sparta.  Athens  as  leader  of 
the  “free  world”  of  her  day,  was  trying  to  unite  all  Greece  under  her  leadership  and 
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her  control.  Sparta,  as  modern  totalitarian  states  have  done,  upheld  the  right  of 
self-determination  of  small  states,  except  for  those  under  her  control.  The  long  rivalry 
for  power  and  for  markets  led  eventually  to  the  disastrous  series  of  military  campaigns 
known  as  the  Peloponnesian  War  from  431  to  404  B.C.  This  was  largely  a  struggle 
between  Athenian  sea  power  and  Spartan  land  power,  between  a  political  democracy 
and  a  military  dictatorship.  It  was  not  until  Athenian  sea  power  was  destroyed  by  a 
series  of  disastrous  and  traitorous  actions  that  Sparta  finally  was  able  to  impose  terms 
of  peace  upon  Athens.  Democracy,  discredited  in  the  eyes  of  many  and  overthrown  in 
a  reactionary  backlash  engineered  by  the  oligarchs  between  41 1  and  404  B.C.,  was  able 
to  restore  itself  for  a  time  after  the  war  was  over. 

For  several  decades  the  political  situation  in  Greece  was  chaotic,  not  to  say 
anarchic,  as  each  city-state  fought  against  others.  The  desire  for  autonomy  was  so 
deeply  rooted  in  Greek  political  traditions  that  the  cities  could  not  unite  voluntarily, 
and  no  one  city-state  could  impose  its  military  power  long  enough  to  bring  about  a 
consolidated  empire.  A  strong  polis-centered  isolationism  prevented  the  building  of  a 
sense  of  community  that  might  have  made  for  real  inter-city  cooperation  and  peace. 

Within  each  polis  the  Greeks,  curiously,  failed  to  develop  the  administrative  and 
professional  organizations  that  might  have  nourished  a  social  stability  and  a  political 
sturdiness  to  match  the  freedoms  they  cherished,  if  Mesopotamians  and  Egyptians 
relied  too  heavily  upon  stultifying  bureaucracies,  the  Greeks  did  not  sufficiently 
recognize  the  managerial  advantages  of  well-organized  bureaucracies  and  educational 
systems: 


Their  freedoms  were  protected  by  no  professional  jurists,  no  professional 
public  servants  of  any  kind.  There  was  no  system  of  public  schools  in  Athens  to 
prepare  the  young  for  life  in  a  democracy,  no  higher  education  at  all  until  the 
Sophists  came  along.  There  were  no  organized  political  parties  to  formulate 
policy,  channel  differences  of  opinion,  or  effect  compromise  by  alternate  rule. 
The  Greeks  had  especial  need  of  wise  statesmen,  and  produced  some  notable 
ones;  but  they  did  not  produce  enough  of  them,  or  have  any  reliable  means  of 
keeping  them  in  power. 

As  the  fourth  century  wore  on,  it  produced  an  increasingly  wide  gap  between 
the  economic  fortunes  of  the  lower  classes  and  the  wealthy  upper  classes.  This  led  to 
constant  conflicts  that  weakened  the  attempts  to  achieve  international  unity  or 
cooperation.  When  oligarchs  were  in  power,  they  sought  to  consolidate  their  own 
interests.  When  popular  movements  gave  power  to  tyrants,  the  attempt  was  to  “soak 
the  rich.”  Citizens  began  to  lose  interest  in  politics  and  to  resist  the  burdens  of 
military  life,  so  that  irresponsible  politicians  and  mercenary  soldiers  took  over  the 
field.  The  ground  was  prepared  for  the  loss  of  political  independence  as  the  number  of 
citizens  decreased,  the  class  of  noncitizens  increased,  slavery  became  much  more 
common,  patriotic  zeal  weakened,  and  military  preparedness  rested  with  an  army  of 
hired  mercenaries. 

The  time  was  thus  ripe  for  the  conquest  of  Greece  in  338  B.C.  by  King  Philip  of 
Herbert  Muller,  Freedom  in  the  Ancient  World,  Harper,  New  York,  196 1 ,  pp.  20 1-202. 
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Macedonia,  who  had  been  able  to  solidify  all  Macedonia  under  his  power.  Alexander 
the  Great,  following  in  his  father's  footsteps,  not  only  ruled  Greece,  but  conquered 
Asia  Minor,  Syria,  Egypt,  and  Persia  as  far  east  as  the  Indus.  As  monarchy  was  imposed 
once  again  in  Greece,  a  long  political  process  was  consummated,  a  process  that  had 
started  in  kingly  rule,  shifted  to  aristocracy,  then  to  tyranny,  then  to  democracy,  and 
finally  back  to  monarchy  again.  But  now  the  kingship  was  imperial  in  scope,  not  local 
nor  tribal  nor  limited  to  the  confines  of  a  single  city-state. 

When  Alexander  died  in  323  B.C.,  a  series  of  wars  ensued  and  three  large  units 
emerged,  Macedonia,  Syria,  and  Egypt,  each  under  its  own  Hellenistic  ruler  and  each 
carrying  on  wars  against  the  others,  until  all  were  finally  brought  under  the  sway  of 
Rome  by  30  B.C.  The  ruling  classes  in  the  Hellenistic  empires  of  the  Middle  East  were 
largely  Greeks  and  Macedonians  who  brought  their  Greek  culture  and  education  with 
them.  Athens  maintained  a  democratic  form  of  constituion  and  a  cultural  aura,  but  the 
vitality  of  democracy  was  smothered  with  the  loss  of  political  independence. 

Contrasting  Educational  Roads  to 
Citizenship  in  the  Polis 

One  of  the  most  persuasive  ideas  that  guided  the  conduct  of  generations  of  Greek 
citizens  was  the  belief  that  the  polis  provided  the  best  means  by  which  the  individual 
could  come  to  the  complete  realization  of  liimself.  When  the  conception  of  the  state 
focused  upon  military  dictatorship,  as  in  Sparta,  the  individual  was  expected  to  accept 
the  discipline  of  becoming  a  superb  soldier.  When  the  conception  of  the  state  was 
democratic,  flexible,  and  generous,  as  in  Athens  at  its  best,  then  the  individual  was 
expected  to  develop  his  humane  capacities  to  their  fullest  extent  in  order  to  be  a 
citizen  worthy  of  his  state.  When  the  two  ideals  came  into  mortal  conflict  in  the  fifth 
century  B.C.,  thoughtful  men  of  different  political,  economic,  and  intellectual  persua¬ 
sions  tried  to  formulate  what  mental  and  moral  habits  should  be  developed  by  citizens 
of  the  polis  to  enable  them  to  cope  with  the  rapidly  changing  social  and  cultural 
conditions  of  the  florescent  period.  In  tins  process  educational  theory  was  born.  For 
the  first  time  in  history  men  began  to  give  special  thought  and  attention  to  the  role  of 
education  in  building  and  maintaining  their  civilization. 

It  was  in  this  period  of  brilliant  but  tense  social  change  that  the  Sophists 
appeared  on  the  scene  in  Athens  as  an  educational  phenomenon  of  the  golden  age.  The 
Sophists  were  mainly  itinerant  teachers  who  came  from  Asia  Minor  and  the  Aegean 
Islands,  attracted  by  the  active  life  of  Athens.  They  reflected  both  the  glory  ot  the 
ideal  of  democratic  citizenship  and  also  the  flaw  in  its  practice.  On  the  positive  side, 
the  Sophists  heralded  a  wholly  new  form  of  political  education  based  on  development 
of  the  skills  and  knowledge  needed  by  the  citizen  to  undertake  his  varied  roles  in  the 
new  democratic  polis. 

What  made  the  educational  approach  of  the  Sophists  so  new  was  that  it  appealed 
directly  to  the  aspirations  of  the  individual  citizen,  not  as  a  means  of  inducting  him 
into  a  privileged  association  or  corporate  body  of  scribes  or  of  training  him  for  a 
specialized  occupation  or  vocation.  What  the  Sophists  did  was  to  stress  the  need  for 
education  in  the  use  of  verbal  and  written  language  as  a  competence  that  all  citizens 
should  have  for  the  performance  of  their  private  and  public  activities.  The  earlier 
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speculations  of  the  philosophers  of  Asia  Minor  had  been  devoted  to  scientific  explana¬ 
tions  concerning  nature  and  the  cosmos;  in  this  sense  they  were  the  originators  of 
science,  not  philosophy.  But  when  the  Sophists,  who  were  basically  teachers,  began  to 
apply  the  methods  of  rational  thought  developed  by  the  natural  philosophers  to 
matters  of  human  conduct,  they  were  creating  the  broader  traditions  of  philosophy 
which  originated  in  the  educational  problems  that  faced  Athenians  in  the  fifth  century 
B.C.  They  taught  youth  about  virtue  (ethics),  the  management  of  cities  (politics),  the 
management  of  households  (economics),  the  art  of  thinking  (logic),  and  the  art  of 
persuasion  (rhetoric). 

They  gave  prime  importance  to  rhetoric.  So  many  persons  needed  to  make 
speeches  in  the  assembly  and  in  the  courts  and  so  many  were  becoming  good  at  it  that 
individuals  could  no  longer  rely  on  extemporaneous  speaking  but  had  to  resort  to 
careful  composition  of  written  speeches  in  advance  of  oral  delivery.  The  Sophists  were 
ready  and  willing  to  help  out  the  novices  for  a  fee  and  to  explicate  the  elaborate  rules 
of  rhetoric  for  the  inexperienced.  The  point  is  that  between  450  and  350  B.C.  the 
Sophists  as  teachers  helped  to  spread  knowledge  based  upon  reading  and  writing  as 
necessary  accomplishments  for  the  successful  performance  of  the  everyday  duties  and 
tasks  of  the  adult  citizen  of  the  Greek  polls. 

Gradually,  the  Athenian  Fathers  began  to  be  prejudiced  against  the  Sophists,  to 
think  of  them  as  superficial,  shallow,  and  overdialectical,  and  as  sellers  of  tricks  of  the 
trade  instead  of  as  seekers  after  the  truth.  So  long  as  Athens  rode  the  crest  of 
prosperity  and  power  prior  to  the  Peloponnesian  War,  the  Sophists  were  not  only 
tolerated  but  greeted  with  enthusiasm,  especially  by  the  young  men;  but  when  Athens 
began  to  shake  and  crumble  under  the  impact  of  war,  the  conservative  fathers  began  to 
be  suspicious  of  these  newfangled  teachers  who,  in  their  view,  were  doubtless  corrupt- 
ing  the  youth  of  the  city.  Worst  of  all,  they  seemed  to  be  questioning  the  old  customs, 
political  traditions,  the  state  gods,  and  religious  beliefs.  In  time  of  war  such  skepticism 
could  not  be  tolerated.  The  urge  to  reaffirm  the  ancient  loyalties  led  to  attacks  upon 
the  Sophists.  Many  oi  them  had  to  leave  Athens,  and  the  most  famous  of  all,  Socrates, 
was  tried  and  condemned  to  death  for  his  allegedly  impious  teaching. 

Against  the  opportunistic  practices  of  the  Sophists,  Socrates  arose  to  do  combat 
in  the  latter  half  of  the  fifth  century  as  he  sought  to  define  generalized  principles  of 
conduct  that  would  be  binding  upon  all  men.  The  measure  of  all  tilings  ethical  was  not 
to  be  any  man,  but  only  the  good  man.  Universal  principles  of  morality  could  be 
discovered  if  men  would  only  discuss  their  conceptions  and,  by  mutual  agreement, 
arrive  at  general  ideas.  His  belief  that  universal  ideas  emerge  from  the  common  social 
life  of  man  seems  to  embrace  the  basic  democratic  tenet  of  consent,  but  it  is  not  so 
clear  that  Socrates  in  his  old  age  remained  so  staunchly  an  adherent  of  democracy.  In 
any  case,  the  question  is  still  paramount  today-how  far  a  democracy  can  go  in  allowing 
itself  to  be  undermined  by  those  who  demand  the  freedom  to  criticize  it  but  exercise 
no  basic  loyalty  to  democratic  institutions  or  to  the  democratic  procedures  of  due 
process.  It  may  ultimately  be  decided  that  the  greatest  weakness  of  Socrates  was  his 
failure  to  stress  a  positive  education  for  citizenship  that  would  develop  the  basic 
loyalties  to  the  common  values  of  democracy  at  the  same  time  that  it  developed  the 
ability  to  criticize,  which  was  Socrates’  chief  glory. 
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Socrates  quickly  gained  great  popularity  among  the  young  men  of  Athens 
because  of  his  keen  analytical  powers,  his  ability  to  puncture  the  pompous  and 
boastful,  and  his  constant  interest  in  a  broad  range  of  subjects.  He  asked  the  profound 
questions  concerning  the  future  of  Athens  and  the  general  nature  of  justice,  truth, 
good,  and  beauty.  He  was  at  once  a  typical  Athenian  citizen  and  yet,  through  the 
magic  of  his  tongue,  the  force  of  his  personality,  and  the  weight  of  Ms  ideas,  he  was 
the  outstanding  intellectual  figure  and  teacher  of  Ms  time. 

Of  all  that  might  be  said  about  Socrates,  perhaps  his  most  important  educational 
contributions  were  his  methods  of  teaching  and  Ms  conception  of  the  role  of  knowl¬ 
edge  in  conduct.  The  “Socratic  method,”  as  it  has  been  known  ever  since,  is  essentially 
the  method  of  question  and  answer.  Socrates  always  insisted  upon  rigid  and  strict 
definition  of  tlie  terms  and  subject  under  discussion.  In  Ms  conversations  and  dialogues 
he  assumed  the  role  of  the  humble  seeker  after  truth.  He  would  challenge  someone’s 
statement,  refute  and  confute  it  with  adroit  questioning,  bring  his  opponent  from 
“unconscious  ignorance”  to  “conscious  ignorance,”  lead  Mm  to  a  blank  wall,  and  then 
begin  to  build  up  his  own  account  of  the  problem.  His  questions,  usually  to  be 
answered  by  “y^s”  or  “no,”  were  intended  to  serve  as  a  guide  to  a  general  proposition 
to  wMch  the  group  would  agree. 

Socrates  always  came  back  to  the  primary  role  of  knowledge  in  the  solving  of 
etMcal  and  moral  problems.  The  pursuit  of  knowledge  through  the  oral  but  disciplined 
dialogue  is  the  Mgh  road  to  good  conduct.  He  heard  some  of  the  Sophists  preacMng 
that  the  individual  man  was  the  measure  of  all  tMngs  and  that  therefore  each  man  can 
decide  for  Mmself  what  is  right  or  wrong.  This  has  been  translated  lately  as  “each 
person  doing  Ms  own  tiling.”  Socrates  set  Mmself  against  such  excessive  individualism 
by  insisting  that  true  knowledge  transcends  individual  perceptions  and  determines 
what  is  right  or  wrong  for  all. 

When  it  came  time  for  Plato  to  formulate  Ms  conceptions  of  the  state  and  of 
citizenship,  wMch  were  to  be  so  enormously  influential  lor  centuries  to  come,  he  did  it 
out  of  an  aristocratic  and  conservative  background  at  a  time  when  democracy  was  on 
the  defensive  in  Athens.  Plato  was  even  more  impressed  than  was  Socrates  by  the 
excessive  individualism  of  Athenian  democracy  as  well  as  by  the  apparent  military 
superiority  of  the  well-disciplined  aristocracy  of  Sparta.  He  grew  up  in  the  chaotic 
period  when  the  great  struggle  between  Athens  and  Sparta  was  dividing  the  loyalties  of 
men  and  creating  partisan  conflicts  throughout  the  Greek  world.  He  took  the  search 
for  truth  away  from  the  marketplace  of  ideas  wMch  Socrates  relished  so  much  and 
lodged  it  with  a  Mghly  trained  intellectual  elite. 

In  Ms  Republic  Plato  dreamed  hopefully  of  an  ideal  state  wMch  would  do  away 
with  factional  conflict,  wMch  would  give  the  ruling  power  to  an  aristocratic  class  of 
the  wise  and  just,  and  in  wMch  all  individuals  would  be  strictly  subordinated  to  the 
good  of  the  state.  He  felt  that  justice  would  be  achieved  if  each  person  did  the  job  he 
was  best  fitted  by  nature  to  do.  The  masses  of  people  would  do  the  work  of  the  world; 
the  courageous  and  physically  fit  would  do  the  fighting  and  protecting;  and  the  most 
intellectual  would  be  the  pMlosopher-kings  to  do  the  ruling.  Good  citizenship,  thus, 
was  a  matter  of  serving  the  state,  whether  to  work,  or  to  fight,  or  to  rule. 

Needless  to  say,  this  was  a  denial  of  the  Mstoric  Athenian  democracy,  wMch  had 


94 


education  AND  THE  CIVILIZATION-BUILDING  PROCESS 


been  built  upon  the  democratic  principle  that  all  citizens  should  he  obliged  to  work, 
and  protect,  and  rule  the  state.  It  is  useless,  but  nonetheless  interesting,  to  speculate 
what  the  history  of  civilization  would  have  been  if  Plato’s  genius  had  been  exerted  on 
the  side  of  democracy  rather  than  of  aristocracy.  The  “classical  tradition,”  which  he 
helped  so  much  to  formulate,  might  thus  have  given  countless  generations  of  men  a 
predilection  for  democracy  rather  than  a  justification  for  a  state  in  which  an  aristo¬ 
cratic,  intellectual  elite  was  believed  to  be  the  only  appropriate  ruling  class. 

Plato  paid  little  attention  to  education  for  the  masses  of  people  who  were  to  do 
tire  work  of  the  city;  he  was  interested  primarily  in  the  education  of  the  warrior  and 
ruling  classes.  Education  is  designed  not  only  to  form  the  character  appropriate  to  the 
ideal  society  but  also  to  act  as  a  selective  agency  by  means  of  which  the  most  able  are 
brought  to  liglit.  Children  should  be  reared  in  state  nurseries  before  the  age  of  six,  and 
during  this  time  they  should  be  taught  fairy  tales,  nursery  rhymes,  and  stories  of  the 
gods,  with  emphasis  upon  the  virtuous  gods  and  omission  of  immoral  stories.  From  the 
ages  of  six  to  eighteen  the  main  ingredients  of  education  should  be  music,  dancing, 
gymnastics,  and  reading,  all  to  create  the  proper  moral  spirit.  The  object  of  early 
education  is  to  blend  these  elements  into  harmonious  proportions.  From  eighteen  to 
twenty,  further  physical  training,  and  especially  military  training,  should  occupy  the 
time  of  the  men.  At  the  age  of  twenty  those  who  are  to  become  warriors  should  begin 
their  assigned  tasks,  whereas  those  destined  to  become  guardians  or  philosopher-kings 
should  continue  a  course  of  higher  study  for  ten  years,  this  course  to  consist  primarily 
of  mathematics  (arithmetic,  geometry,  astronomy,  and  musical  harmony). 

At  the  age  of  thirty,  the  less  brilliant  of  the  ruling  class  should  go  into  the  lower 
civil  offices  of  the  state,  and  the  more  brilliant  should  continue  their  studies  for 
another  five  years.  After  a  regimen  of  philosophy  (dialectics  and  metaphysics),  which 
makes  up  the  highest  study  of  all,  dealing  as  it  does  with  pure  reality  and  pure 
knowledge,  the  true  philosopher-kings  will  have  finished  their  preparation  for  ruling  at 
the  age  of  thirty-five.  They  then  are  to  go  out  for  fifteen  years  into  the  actual  world  of 
practical  experience  and  take  part  in  the  military  and  political  affairs  of  the  state.  At 
the  age  of  fifty  they  are  ready  to  become  “elder  statesmen,”  spending  most  of  their 
time  in  philosophical  pursuits  but  taking  their  unavoidable  turns  in  office  as  a  matter 
of  public  duty.  Their  main  task,  however,  is  to  contemplate  and  think  about  the 
essence  of  the  good  life  by  which  the  state  should  be  regulated. 

Plato’s  predilection  for  the  intellectual  discipline  of  mathematics  and  philosophy 
is  clearly  revealed  in  this  plan.  He  believed  that  such  mental  training  was  the  best 
preparation  for  the  conduct  of  public  affairs.  Once  the  philosopher-kings  are  trained  in 
the  pursuit  of  knowledge,  they  are  ready  to  solve  problems  of  all  kinds.  Thus  Plato  not 
only  helped  to  shape  the  content  of  higher  education  of  the  Western  world  to  come 
but  also  set  the  pattern  of  mental  discipline  that  has  been  so  much  a  part  of  European 
and  American  education  almost  to  the  present  time. 

Another  voice  that  spoke  with  tremendous  authority  for  later  ages  was  that  of 
Aristotle,  who,  together  with  Plato,  exerted  a  greater  influence  upon  the  philosophy 
and  educational  ideals  of  Western  civilization  than  that  of  any  other  ancient  figure. 
Aristotle’s  conception  of  leisure  as  superior  to  trade  or  manual  work  helped  to 
substantiate  the  dualism  between  knowledge  and  action  that  Plato  had  formulated. 
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Accepting  as  right  and  natural  that  the  weight  of  a  few  free  citizens  should  rest  upon 
the  backs  of  the  great  mass  of  workers  and  slaves  who  did  the  actual  labor  of  mining, 
manufacturing,  agriculture,  and  commerce,  Aristotle  insisted  that  a  liberal  education 
was  appropriate  only  to  the  free  citizens  who  had  the  leisure  to  engage  in  intellectual 
affairs.  The  liberal  man  must  be  one  who  is  not  only  politically  and  intellectually  free 
but  also  economically  free;  he  had  to  be  wealthy  enough  to  escape  the  drudgery  of 
actual  work  in  making  a  living.  Liberal  studies  could  thus  easily  become  identified  with 
those  intellectual  activities  with  which  a  leisure  class  found  pleasure  in  passing  the 
time.  For  many  centuries  the  more  directly  “practical”  studies  were  largely  excluded 
from  the  education  that  was  called  liberal. 

Aristotle’s  intellectualistic  and  aristocratic  bias  showed  clearly  in  his  Politics.  He 
granted  that  farmers,  artisans,  and  tradesmen  may  be  necessary  for  the  economic 
well-being  of  a  state,  but  he  argued  that  they  should  not  be  regarded  as  free  citizens  or 
as  free  men.  These  manual  and  lower  occupations,  with  their  degrading  effect  upon  the 
souls  and  minds  of  men,  make  them  unfit  for  the  practice  of  virtue  and  thus  of 
freedom.  In  the  best  type  of  state  (aristocracy)  free  citizens  would  not  engage  in  such 
occupations.  One  of  the  weaknesses  of  a  democracy  was  that  farmers,  tradesmen,  and 
artisans  were  admitted  to  the  fold  of  citizenship  despite  the  fact  that  they  were  not 
capable  of  achieving  a  liberal  education.  Liberal  studies  develop  the  intellectual  virtues 
of  free  men;  illiberal  studies  are  those  that  give  direct  vocational  preparation  for 
degrading  occupations. 

In  his  Ethics  Aristotle  argued  that  the  highest  form  of  virtue  was  pure  specula¬ 
tion  and  contemplation.  Man  as  knower  is  higher  in  the  scale  of  human  than  man  as 
doer  or  citizen.  Man’s  rational  nature  has  two  major  aspects:  the  moral  virtues  which 
make  up  the  character  of  a  man  are  the  outcome  of  habit  formation;  and  the 
intellectual  virtues  which  seek  knowledge  and  truth  are  the  outcome  of  teaching.  At 
the  earlier  stages  of  education  the  goal  may  well  be  character-formation  and  the 
inculcation  of  the  moral  virtues,  but  as  the  youth  grow  older  the  goal  of  liberal 
education  at  the  higher  levels  is  unmistakably  the  cultivation  of  the  intellectual 
virtues. 

The  intellectual  faculties  of  man  are  of  two  major  types.  The  more  noble  is  the 
theoretical  reason  which  aims  at  knowledge  for  its  own  sake,  determines  the  truth  or 
falsity  of  conclusions  concerning  the  permanent  and  unchanging  aspects  of  existence, 
and  formulates  the  first  principles  that  describe  and  explain  the  eternal  world  of  man, 
of  nature,  and  the  universe.  The  liberal  studies  which  best  aid  the  intellectual  faculties 
to  discover  these  first  principles  are,  from  lower  to  higher,  logic,  mathematics,  biology, 
psychology,  astronomy,  physics,  cosmology,  ontology,  metaphysics,  and  theology. 
These  scientific  or  speculative  branches  of  knowledge  constitute  the  highest  liberal 
studies  because  they  are  expressions  of  the  theoretical  or  contemplative  faculties  of 
reason. 

The  less  noble  kind  of  intellectual  faculty  is  the  practical  reason  which  aims  at 
knowledge  having  to  do  with  action  and  conduct  (prudence)  or  the  malcing  and 
producing  of  things  (art).  The  practical  reason  which  deals  with  the  changeable  and  the 
variable  in  things  and  events  seeks  knowledge  that  will  guide  human  conduct  and 
formulate  rules  for  action.  The  liberal  studies  that  aid  the  practical  reason  in  this 
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process  are  what  today  would  be  called  the  social  sciences  and  fine  arts.  Aristotle 
himself  '’ave  a  oood  deal  ot  attention  to  these  less  noble  studies  in  his  Politics, 
Ethics,  Economics,  Rhetoric,  and  Poetics  as  well  as  to  tire  higher  theoretical  studies  of 

pure  science  and  philosophy.  j-,. 

Aristotle’s  enormous  innuence  upon  the  Western  European  intellectual  tradition 

helped  to  fix  for  centuries  the  ideal  that  truth-seeking  was  a  higher  goal  tor  man’s 
rational  nature  than  was  character  formation,  that  the  acquisition  of  organized 
knowledge  was  superior  to  moral  guidance  as  an  aim  of  higher  education,  and  that 
theory  was  more  to  be  valued  than  practice  as  the  end  of  a  liberal  education  Yet  the 
victorv  of  “intellectualists”  in  favor  of  cultivating  the  mind  as  the  chiet  goal  of 
education  was  never  fully  won,  for  “practicalists”  were  constantly  returning  to  the 
struggle  to  assert  and  reassert  the  claims  that  education  should  be  devoted  to  improv- 
inif  die  conduct,  the  attitudes,  and  the  behavior  of  man  as  well  as  his  mind. 

“  The  overall  effect  of  both  Plato’s  and  Aristotle’s  teachings  has  been  to  emphasize 
the  cultivation  of  the  intellect  as  an  educational  goal  rather  than  dealing  with  the 
practical  problems  of  contemporary  politics.  Some  educators  of  today  would  term 
such  intellectualism  a  dangerous  retreat  to  the  ivory  tower  ot  academic  isolation  at  a 
critical  time  when  an  education  devoted  to  social  responsibility  is  the  best  hope  of  an 
enduring  civilization.  Other  contemporary  educators  would  hail  Plato  and  Aristotle  as 
the  surest  guides  through  our  chaotic  world  ot  unrest  and  change. 

We  have  mentioned  three  educational  roads  to  the  ideal  ol  citizenship  tor  the 
polis;  the  development  of  practical  political  skills  witli  tire  Sophists,  the  arrival  at 
consensus  of  the  right  and  the  just  through  dialogue  with  Socrates,  and  the  attainment 
of  pure  knowledge  of  the  good  and  the  true  tlirough  the  discipline  ot  philosophy  with 
Plato  and  Aristotle.  There  remains  yet  another  road  to  good  citizenship;  the  achieve¬ 
ment  of  right  moral  judgment  through  the  discipline  of  rhetoric  and  humanistic 
literature.  This  is  the  view  of  the  long-lived  teacher  of  rhetoric,  Isocrates,  who  earned 
on  several  decades  of  running  battle  with  the  opportunistic  and  narrow  technicalisin  ot 
the  Sophists  on  one  hand  and  with  the  abstract  philosophy  of  Plato  on  the  other. 
Isocrates  expressed  disdain  for  both  approaches  to  solving  the  tatelul  pioblems  lacing 


the  polis  following  the  Peloponnesian  War. 

Isocrates’  formula  for  remedying  the  ills  of  Athens  was  neither  to  concentrate  on 
individual  success  with  the  Sophists  nor  to  escape  into  philosophic  lament  with  Plato. 
It  was  to  face  frontally  and  plunge  into  remedying  the  problems  resulting  troni 
poverty,  factionalism,  excessive  individualism,  overpopulation,  and  the  despair  o 
military  defeat.  His  major  social  program  centered  upon  an  “international”  solution, 
the  creation  of  a  Pan-Hellenic  union  under  Athenian  leadership  to  establish  colonies  on 
the  coast  of  Persia.  Isocrates  argued  in  essence  that  the  highest  human  good  being 
happiness,  and  the  chief  forms  of  human  excellence  lying  in  service  to  the  city,  the 
chief  means  to  this  arete  is  man’s  faculty  of  logos,  the  ability  to  conduct  discourse 
which  can  lead  him  to  sound  practical  judgments.  The  public  form  of  logos  m  action  is 
rhetoric;  the  private  form  of  discourse  is  internal  thought  itself.  In  a  sense  then,  man  is 
a  persuading  animal  who  by  means  of  communication  with  others  has  been  able  to 
found  cities  under  the  rule  of  law  and  thus  to  establish  civilization  itself. 
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The  ideal  citizen  is  thus  the  rhetor,  or  orator.  He  is  a  man  who  is  devoted  to 
public  affairs,  accepts  the  responsibilities  of  citizenship,  informs  himself  thoroughly  by 
a  broad  range  of  studies,  bases  his  social  principles  upon  reason,  and  develops  a  sense 
of  good  judgment  about  the  problems  facing  the  city.  Then  and  only  then  is  the 
orator  ready  to  try  to  persuade  his  fellows  of  policies  he  has  been  trained  to  think 
about  and  to  pursue.  Of  course,  he  should  also  develop  high  standards  of  style  and 
taste  in  his  compositions  and  in  his  speeches. 

Isocrates  heaped  scorn  upon  the  idea  that  the  good  citizen  could  be  formed  by 
long  years  of  immersion  in  purely  abstract  academic  studies  like  mathematics  or 
dialectics  or  science.  These  may  be  subjects  appropriate  for  boys  or  callow  youth  but 
not  for  grown  men.  The  philosophers  may  end  up  being  teachers  of  what  they  have 
learned,  but  they  will  have  no  practical  knowledge  useful  to  their  times  or  relevant  for 
the  lives  of  their  students.  Isocrates  took  the  Sophists’  image  of  rhetoric  as  a  narrow 
technical  training  for  public  speaking  and  transformed  it  into  an  ideal  for  the  highest 
type  of  public  service  to  the  city  and  to  mankind. 

Isocrates  saw  clearly  that  the  genuine  orator  must  be  primarily  a  man  of  good 
character,  devoted  to  the  public  good.  Rhetoric  is  not  merely  a  means  of  persuading 
people  to  action;  it  lays  upon  the  rhetorician  the  obligation  to  work  for  the  welfare  of 
the  state.  Thus  an  orator  must  be  a  good  statesman  if  he  is  to  be  a  good  orator.  The 
preparation  for  such  an  ideal,  therefore,  not  only  must  include  a  study  of  the 
principles  and  techniques  of  rhetoric  but  also  must  emphasize  a  broad  background  of 
liberal  arts,  including  literature,  logic,  history,  political  science,  ethics,  art,  and  music, 

as  a  basis  for  forming  good  judgments  of  public  policy. 

Of  major  importance,  also,  is  the  emphasis  Isocrates  put  upon  the  practicality  of 
knowledge.  Philosophy  to  him  was  the  means  by  which  knowledge  is  used  for  the 
practical  business  of  making  judgments  and  decisions  concerning  proposed  courses  of 
action.  Knowledge  for  its  own  sake  and  without  relation  to  action  is  not  properly  to 
be  called  knowledge.  Isocrates  realized  the  necessity  ot  education  as  a  process  of 
building  a  sense  of  community  responsibility.  He  worked  long  and  arduously  for 
Panhellenic  unity,  but  his  efforts  were  never  crowned  with  genuine  success  before 
Greece  fell  to  the  Macedonian  conquerers. 

In  general,  it  may  be  said  that,  despite  the  influence  ot  Isocrates  upon  Cicero 
and  Quintilian  in  Roman  times,  his  ideals  were  never  as  fully  accepted  by  the 
educational  theorists  of  the  Western  world  as  have  been  tnose  of  Plato  and  Aristotle. 
One  of  the  reasons  may  be  that  the  democratic  ideal  which  produced  Isocrates 
conception  of  the  relation  of  knowledge  to  action  was  to  go  into  an  eclipse  from 
which  it  did  not  emerge  for  some  2,000  years. 

Another  reason  may  be  that  Isocrates  made  it  plain  that  man  cannot  achieve 
certainty  in  matters  of  moral  conduct  and  practical  judgment.  Moral  principles  must 
be  worked  out  in  a  painfully  slow  process  of  discussion,  dialogue,  and  discourse,  and 
they  must  be  tested  by  their  success  in  guiding  human  conduct.  Man  can  arrive  at 
accurate  and  valid  judgments  only  by  persistent  study  of  relevant  facts,  analysis  of 
relationships,  and  rational  inference  free  from  emotional  bias.  Man  cannot  achieve 
irrefutable,  certain  knowledge  in  human  affairs.  Yet,  as  the  polls  declined,  men  wanted 
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certainty.  They  sought  it  in  philosophy  and  religion.  Then,  when  hope  for  better  times 
returned-as  it  did  recurringly  during  the  next  2,000  years  they  would  perennially 
return  to  rhetoric  to  aid  them  to  improve  themselves  and  their  civilizations. 

Scholars  have  long  debated  whether  Plato  or  Isocrates  “won’’  the  debate  they 
started  2,400  years  ago  on  the  relative  virtues  of  philosophy  versus  the  humanities  in 
the  formation  of  the  good  citizen  and  in  the  conduct  of  a  just  social  order.*^  This  is 
the  kind  of  debate  that  has  no  definitive  winner.  Plato  has  had  the  advantage  that  his 
prose  is  far  more  captivating  and  his  arguments  lend  themselves  to  generalization  and 
speculation  in  endless  ways.  In  that  sense  he  is  far  more  a  “classic”  writer  than 
Isocrates,  whose  writings  seem  much  more  pedestrian  and  bound  to  the  confines  of  his 
local  Greek  world.  He  had  no  corporate  organization  that  carried  on  his  teachings  in  a 
formal  “school  of  philosophy”  over  the  centuries. 

Yet,  Isocrates’  emphasis  on  literature  rather  than  on  philosophy  as  the  subject 
matter  of  the  schools  has  given  him  the  nod  with  millions  of  teachers  in  thousands 
upon  thousands  of  classrooms  since  his  day.  For  the  literary  curriculum  has  surely 
predominated  over  the  philosophic  or  the  scientific,  as  the  humanist  culture  has 
overshadowed  the  scientific  culture  until  recent  centuries.  So  I  would  opine  that  Plato 
has  won  in  the  minds  and  outlook  of  the  world’s  higlily  educated  communities, 
especially  the  aristocratic  elite  of  such  communities;  and  Isocrates  has  won  among  the 
teachers  who  shape  the  curriculum  in  the  day-to-day  classrooms  of  die  world’s  literary 
schools. 

The  Major  Institutions  of  Florescent  Greek  Education 
By  the  end  of  the  florescent  period  (say,  during  the  last  quarter  of  the  fourth  century 
B.C.),  the  basic  forms  of  Greek  education  had  taken  shape.  A  discernible  system  of 
schools  was  beginning  to  appear  with  something  approaching  elementary,  secondary, 
and  higher  institutions  of  education,  although  we  must  be  careful  not  to  impose  our 
modern  conceptions  of  these  terms  upon  the  ancient  Greeks.  These  levels  were  not 
articulated  systems  with  easily  recognized  grades  or  forms  or  classes  or  required 
courses  or  degrees  or  diplomas.  Wliere  the  teacher  was,  there  was  the  school.  Parents 
selected  a  teacher,  agreed  to  a  contract,  paid  the  tees,  and  sent  their  sons  to  him.  The 
notion  of  a  curriculum  or  a  course  to  be  run  was  not  yet  common  practice,  although 
proposals  concerning  such  requirements  were  beginning  to  be  made  as  we  shall  soon 
see.  But  the  functions  of  the  teachers  were  clearly  differentiated.  Three  types  of 
first -level  schools  for  boys  aged  six  or  eight  to  twelve  or  Iburteen  were  conducted  by 
three  kinds  of  teachers:  the  palaestra  taught  by  a  teacher  of  gymnastics  (paedotribe); 
the  music  school  taught  by  the  citharist;  and  the  reading  school  taught  by  the  teacher 
of  letters  (grammatist).  Sometimes  a  teacher  of  letters  and  a  teacher  of  music  would 
set  up  an  establishment  together  so  that  boys  could  acquire  both  kinds  of  instruction 
at  the  same  time. 

At  the  beginning  of  the  period  the  grammatist  and  the  paedotribe  were  the  most 

See,  e.g.,  Jaeger,  op.  cit.,  vols.  2  and  3;  Marrou,  op.  cit,  chaps.  6  and  7;  and  Frederick  A.  G. 
Beck,  Greek  Education,  450-350  B.C,  Methuen,  London,  1964,  chaps.  5,  7,  and  8. 
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popular  teachers;  often  a  boy  would  spend  part  of  the  day  with  the  literary  teacher 
and  part  of  the  day  with  the  gymnastic  teacher  in  the  palaestra.  The  school  day  was 
lontJ,  lasting  from  sunrise  to  sunset.  Public  opinion  was  the  most  potent  force 
impelling  parents  to  have  their  sons  educated.  By  the  end  of  the  period,  however,  the 
popularity  of  the  gymnastic  training  and  music  for  young  boys  began  to  decline  in 
favor  of  the  literary  school,  as  courtly  ideals  of  the  aristocratic  tradition  gave  way  to 
the  literate  skills  of  urban  life. 

The  character  of  second-level  education  changed  more  radically  during  the 
florescent  period  than  did  elementary  education.  At  the  beginning  of  the  period  the 
dominant  form  of  education  for  boys  beyond  fourteen  or  sixteen  years  was  provided 
in  the  public  gymnasiums.  Athens,  for  example,  provided  three  gymnasiums  at  public 
expense.  The  Academy  was  the  oldest  and  most  sought  after  by  the  aristocratic 
elements  in  Athens;  the  Lyceum,  founded  by  Pericles  in  the  fifth  century  in  response 
to  the  popular  movements  of  the  day,  catered  particularly  to  the  newly  enfranchised 
citizens  from  the  commercial  and  artisan  classes;  and  the  Cynosarges  catered  to  aliens, 
traders,  and  residents  who  had  not  achieved  full  rights  of  citizenship.  Each  gymnasium 
was  under  the  direction  of  a  public  official  known  as  the  gymnasiarch. 

Then,  as  the  political,  economic,  and  intellectual  ferment  of  the  second  half  of 
the  fifth  century  turned  the  attention  of  young  men  to  the  teaching  of  the  Sophists,  a 
whole  new  exciting  world  of  intellectual  and  political  training  opened  up.  By  and 
large,  the  Sophists  did  not  establish  fully  organized  schools  with  special  buildings  or 
regularized  courses  of  instruction.  Rather,  they  travelled  about  gathering  such  students 
as  they  could  and  making  contractual  arrangements  to  teach  particular  skills  for 
specified  fees  and  periods  of  time  (anywhere  up  to  three  or  four  years).  Their  methods 
have  been  described  by  Marrou  as  “collective  tutoring.”'^ 

The  principal  skills  the  Sophists  taught  turned  out  to  be  rhetoric,  dialectic,  and 
grammar.  We  have  already  mentioned  the  early  popularity  of  rhetoric  and  public 
speaking  as  a  means  to  political  prowess.  Empedocles  is  credited  with  being  the 
founder  of  rhetoric  and  Gorgias  its  master  exponent  and  practitioner.  The  art  of 
dialectic  also  came  to  be  very  popular  for  its  value  in  the  courts  and  the  public  debates 
that  embellished  the  Greek  city,  its  markets,  and  its  assemblies.  Protagoras  was  the 
epitome  of  the  art  of  winning  an  argument  by  debate  and  disputation.  The  techniques 
ranged  all  the  way  from  carefully  constructed  logical  inferences  and  systematic 
reasoning  to  the  cunning  or  cynical  spinning  out  of  verbal  tricks  and  paradoxes.  The 
use  of  the  latter  resulted  in  the  Sophists’  bequest  of  the  word  sophistry  to  the 
languages  of  the  West.  The  widespread  interest  in  epic  poetry,  drama,  and  literature 
also  led  to  an  increasing  interest  in  analyzing  language  itself,  its  structure  and  forms,  its 
sound  and  etymology,  its  rhythm  and  metre.  Protagoras,  Hippias,  and  Prodicus  were 
chief  formulators  of  what  came  to  be  known  as  grammar. 

The  Sophists  as  a  total  group  did  not  limit  themselves  to  these  fields  of  inquiry 
and  teaching.  The  intellectual  ferment  included  attention  to  mathematics  (especially 
arithmetic,  geometry,  astronomy,  and  musical  acoustics),  geography,  history,  and  the 

Marrou,  op.  cit.,  p.  80. 
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like.  By  and  large,  the  Sophists  did  not  pursue  the  natural  science  and  cosmological 
interests  that  had  intrigued  the  Ionian  philosophers  of  the  sixth  century.  The  Sophists 
devoted  theinselves  to  man  and  his  works,  particularly  liis  practical,  political,  and 
intellectual  pursuits. 

It  is  of  little  moment  to  argue  whether  the  Sophists  were  working  at  the 
secondary  level  of  education  or  higher  education  level.  The  point,  1  believe,  is  that 
their  influence  as  teachers  and  as  spadeworkers  in  a  variety  of  intellectual  fields  was 
more  important  than  the  institutional  forms  they  created.  By  tlie  end  of  the  fifth 
century  they  had  turned  up  so  many  ideas  and  elicited  sucli  enihusiasm  for  intellectual 
affairs  that  a  wave  of  educational  institutionalization  followed  in  the  course  of  the 
fourth  century  B.C.  I  count  this  as  part  of  the  florescence  of  educational  development. 

If  the  enthusiasm  stimulated  by  the  Sophists  liad  not  been  put  into  organized  form, 
their  civilizing  effect  might  have  been  dissipated. 

As  it  was,  their  rhetorical  interest  was  captured  in  the  establishment  of  rhetorical 
schools,  the  most  famous  being  founded  in  392  B.C.  by  Isocrates.  Similarly,  the 
Sophists’  interest  in  dialectics,  flowing  through  tlie  woik  of'  Socrates,  combined  with 
the  streams  of  interest  in  logic  and  mathematics  to  produce  schools  of  philosophy, 
notably  the  Academy  of  Plato  in  387  B.C.  and  the  Lyceum  of'  Aristotle  in  335  B.C. 
Somewhat  later  and  heralding  a  new  direction  for  philosophy  were  tlie  Garden  of 
Epicurus  in  306  B.C.,  and  the  Stoa  of  Zeno  in  301-300  B.C’.  These  latter  will  be  dealt 
with  in  discussion  of  the  dispersive  period.  As  these  schools  of  rlietoric  and  schools  of 
philosophy  took  organizational  form  in  the  fourtli  century  B.C.,  they  unmistakably 
began  to  display  what  can  reasonably  be  called  “higher  education.”  The  more  or  less 
intermittent  and  informal  methods  of  the  Sophists  had  given  way  to  regular  institu¬ 
tions  of  advanced  education. 

Thereupon  a  great  tradition  was  launched  that  eventually  swept  into  Western 
civilization.  In  Plato’s  Academy  and  Aristotle’s  Lyceum  the  works  of  these  philoso¬ 
phers  were  handed  down  from  generation  to  generation,  and  their  teachings  imprinted 
on  the  mind  of  the  Western  world.  The  very  names  of  these  schools  have  been 
preserved  in  the  academies  of  France,  England,  and  the  United  States  and  the  lycees  ot 
France,  the  Lyzeum  of  Germany,  and  the  lyceums  of  the  United  Stales. 

Plato’s  Academy  gave  itself  largely  to  the  study  of  plrilosophy  (dialectics, 
physics,  metaphysics,  ethics,  politics,  law,  and  literature)  and  of  mathematics  (arithme¬ 
tic,  geometry,  music,  and  astronomy).  The  Lyceum  carried  on  tlie  tradition  of 
Aristotle’s  wide-ranging  interests,  including  metaphysics,  logic,  aesthetics,  ethics,  poli¬ 
tics,  and  rhetoric,  but  also  a  great  emphasis  upon  the  natural  sciences  (physics, 
mechanics,  meteorology,  botany,  zoology,  anatomy,  geography,  geology,  and  medi¬ 
cine.)  Aristotle’s  work  in  the  Lyceum  led  to  the  classifying  and  organizing  of  the  major 
disciplines  of  knowledge.  Alexander  the  Great  subsidized  Aristotle’s  researches  with 
large  grants  of  money,  and  many  men  were  commissioned  to  gatlier  scientific  data  for 
Aristotle  as  they  marched  with  Alexander’s  armies  on  their  extensive  campaigns  in  all 
parts  of  his  empire. 

The  schools  of  philosophy,  more  than  the  schools  of  rhetoric,  began  to  take  the 
form  of  fraternal  brotherhoods  or  teaching  orders  involving  careful  selection  of 
initiates,  explicit  regulations  for  a  communal  life,  regular  times  and  places  for  meeting 
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and  teaching,  prescribed  courses  of  study  and  lectures,  and  identifiable  rosters  of 
membership  for  teachers  and  students.  They  became  full-fledged  educational  organiza¬ 
tions.  In  fact  the  Academy  and  the  Lyceum  recaptured  something  of  the  semireligious 
brotherhoods  of  the  earlier  Pythagorean  and  Orphic  cults,  while  the  Epicureans  and 
the  Stoics  foreshadowed  something  of  the  monastic  ideal  of  the  Christian  era. 

Military  training  was  a  third  kind  of  advanced  or  higlier  education  commonly 
expected  of  the  youth  of  the  citizen  class.  Whether  or  not  this  type  of  training  was 
compulsory  before  the  fourth  century  B.C.  is  a  matter  of  debate.  Growing  out  of  the 
gymnasial  training,  a  youth  would  normally  engage  in  two  years  of  service  as  a  cadet 
(ephebos)  in  the  army;  at  the  end  of  this  time  he  would  enter  into  full  citizenship  at  a 
public  ceremony.  Even  during  the  Persian  and  Peloponnesian  Wars,  the  individualistic 
nature  of  Athenian  democracy  apparently  had  relied  heavily  upon  voluntary  service  in 
the  armed  forces  of  the  city.  During  most  of  the  5th  century  B.C.,  this  arrangement 
seems  to  have  worked  well  enough  because  of  the  common  expectation  that  a 
responsible  citizen  would  engage  in  military  defense  of  the  city-state. 

In  the  fourth  century  B.C.,  however,  when  recurring  defeats  caused  democracy 
to  waver  under  attacks  trom  without  and  individualistic  excesses  to  spring  up  from 
within,  state  control  of  education  was  expanded.  The  Ephebic  College  was  established 
in  335  B.C.  by  the  Athenian  assembly,  and  military  training  was  made  compulsory  for 
all  citizen  youth  between  the  ages  ot  18  and  20.  At  the  age  ot  18  each  youth  had  to 
prove  his  legitimate  birth  as  a  citizen,  have  his  hair  cut,  don  a  unitorm,  and  be 
inducted  into  the  Ephebic  College.  The  establishment  of  compulsory  military  training 
grew  out  of  the  recommendations  of  Plato  and  Xenophon,  who  had  been  impressed  by 
the  effectiveness  of  the  armies  of  Sparta,  where  military  training  had  long  been 
required  of  all  citizens.  The  movement  was  brought  to  a  head  by  the  Battle  of 
Chaeronea  in  338  B.C.  when  Philip  of  Macedonia  utterly  defeated  a  combined  force  of 
Athenian  and  Theban  armies. 

As  the  rhetorical  and  dialectical  interests  of  the  Sophists  took  organized  form  in 

the  institutions  of  higher  education  in  the  fourth  century  so  did  their  grammatical  and 
literary  interests  flow  downward  into  the  second  level  institutions.  For  reasons  that  are 
not  wholly  clear,  a  new  type  ot  secondary  school  began  to  emerge,  a  grammar  school 
taught  by  a  grammarian  (grammaticos).  Such  teachers  appeared  on  the  scene  betore 
300  B.C.  At  least  three  factors  seem  to  have  been  involved:  the  decline  of  the 
aristocratic  and  courtly  traditions  centering  around  gymnastics  and  sports,  the  upsurge 
of  interest  in  intellectual  and  political  affairs  stimulated  by  the  Sophists,  and  the  need 
for  extended  linguistic  and  grammatical  training  for  the  pursuit  of  the  higlrer  educa¬ 
tion  becoming  available  in  the  schools  of  rhetoric  and  philosophy.  As  so  often 
happened  in  the  course  of  civilization  building,  the  expansion  of  knowledge  led  to  the 
necessity  for  more  extended  formal  educational  training  at  the  preparatory  level;  and 
as  educational  preparation  became  more  extensive,  the  possibility  of  increased  speciali¬ 
zation  heightened.  This  specialization  began  to  take  the  form  ot  specific  subjects  or 
fields  of  knowledge  identifiable  not  just  as  wisdom  in  general,  but  as  rhetoric,  logic, 
grammar,  mathematics,  history,  and  the  several  branches  of  natural  philosophy  or 
natural  science  (particularly  as  classified  by  Aristotle). 

Thus,  as  the  florescent  period  slipped  into  the  dispersive  period,  between  the 
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close  of  the  fourth  century  and  the  opening  of  the  third  century  B.C.,  the  major  forms 
of  Greek  education  had  taken  shape:  The  reading  school  had  become  the  chief  means 
of  elementary  education  with  the  gradual  decline  of  gymnastics  and  music  for  the 
younger  boys.  The  grammar  school  was  about  to  become  the  major  form  of  secondary 
education  in  place  of  the  gymnasium,  which  became  increasingly  a  social  and  recrea¬ 
tional  center  for  the  urban  life  of  aristocratic  male  citizens.  The  schools  of  rhetoric 
and  philosophy  replaced  military  training  as  the  preferred  type  ot  higher  education; 
even  the  Ephebic  College  itself  took  on  something  of  the  character  of  a  fashionable 
finishing  school  for  upper  class  youth,  combining  military  with  intellectual  studies. 

The  shift  from  the  rural  tradition  of  a  warrior  folk  society  to  the  urban  political 
climate  of  a  civilized  society  was  epitomized  in  the  institutional  transfoimation  of  the 
schools. 


CHAPTER  IV 


THE  DISPERSION 
OF  HELLENISTIC 
EDUCATION  IN 
THE  GRAECO-ROMAN 
WORLD 

(300  B.C.-1500  A.D.) 


“The  most  significant  characteristic  of  the  Greeks  is  that  no  group  of  them 
settled  anywhere  without  at  once  establishing  a  school,  and  organized  education  was 
the  most  important  single  factor  in  the  process  of  hellenization  and  also  m  the 
resistance  to  that  process.”'  This  is  a  remarkable  generalization  “ 

importance  of  organized  education  and  its  central  role  m  the  spread  of  Greek 
civkation.  Moses  Hadas  points  out  that  “the  basic  meanmg  of  heUemzein{to 
hellenize)  is  to  speak  Greek  and  its  proper  use  is  with  reference  to  people  who  would 
not  normaDy  be  expected  to  do  so.  In  its  wider  sense  hellenization  is  the  "doptim  of 
Greek  modes  of  behavior  in  general  by  people  not  themselves 
cance  of  the  generalization  that  organized  education  was  the  chief  factor 
non-Greeks  not  only  to  speak  Greek  but  to  adopt  Greek  modes  of  behavior  cannot  be 

overemphasizeddid  organized  education  to  perpetuate 

their  civilization  at  home  (as  did  the  Mesopotamians  and  the  Egyptians  before  the^ 

but  Greeks  moved  restlessly  outward  from  their  homeland  until  the^ptud  y  spread 
their  culture  over  vast  parts  of  the  civilized  world  in  the 

that  can  be  identified  as  Hellenic  and  HeUenistic  (roughly  800  B.C.  to  200  A.D.).  The 

'Moses  Hadas,  Hellenistic  Culture;  Fusion  and  Diffusion,  Columbia  University  Press,  New  York, 
1959,  p.  59. 

^Ibid.,  p.  45. 
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Greeks  difliised  their  civilization  as  far  east  as  India  and  through  the  Roman  Empire  as 

far  west  as  Britain.  (See  Figure  3.1 . -The  Graeco-Roman  World  of  Education.)  In 

comparison  with  the  Greeks,  the  Mesopotamians  and  Egyptians  were  stay-at-homes 
(unless  indeed  the  Egyptians  sailed  to  America).  But  still  more  important,  there  was 
something  about  Greek  civilization  that  was  apparently  more  acceptable  or  more 
attractive  to  alien  peoples  than  even  was  the  case  witli  the  massive  cultural  achieve¬ 
ments  of  Middle  Eastern  civilization.  The  impact  stemmed  not  only  from  their 
political,  military,  and  economic  prowess  but  from  the  character  of  their  language  and 
literature,  their  thought  and  knowledge,  their  art  and  style  of  life,  and,  as  Moses  Hadas 
says,  their  penchant  for  spreading  the  education  they  developed  during  their  formative 
and  florescent  eras.  Without  the  school  as  a  civilizer  tlic  inlluence  of  Greek  civilization 
would  have  been  far  less  than  it  was. 

The  transition  from  the  llorescent  to  the  dispersive  period  in  Greek  education  is 
symbolized  by  the  two  generations  coming  at  the  end  ol'  the  fourtli  and  beginning  of 
the  third  century  B.C,  Isocrates  died  in  338  B.C.,  within  a  week  of  the  defeat  of  the 
Greeks  by  Philip  of  Macedon  at  the  Battle  of  Chaeronea.  The  Pan-lfellenic  union  of 
the  city-states  for  which  Isocrates  had  argued  all  his  life  was  now  to  be  achieved  only 
at  the  cost  of  losing  independence  to  the  Macedonians.  Aristotle  died  in  322  B.C. ,  a 
year  after  Alexander’s  own  death  which  put  to  an  early  end  tlie  remarkable  fifteen 
years  of  conquest  whereby  Alexander  extended  the  sway  of  Macedonian  rule  and 
Hellenic  culture  east  to  the  Indus  and  south  to  Egypt.  Witliin  the  generation  that 
marked  the  turn  of  the  new  century,  the  last  of  the  major  scliools  of  philosophy  were 
established  at  Athens  (the  Epicurean  in  306  B.C.  and  the  Stoic  in  301-300  B.C.),  and 
the  first  and  foremost  of  the  Hellenistic  institutions  of  lugher  education  was  estab¬ 
lished  outside  Athens  (the  Museum  at  Alexandria,  ca.  200  or  280  B.C.). 

These  events  symbolize  why  i  have  chosen  the  date  300  B.C.  as  a  convenient 
hook  upon  which  to  hang  the  end  of  the  crea  tive  educational  period  ol'  Hellenism  and 
the  beginning  of  the  Flellenization  of  the  peoples  to  the  east  and  to  die  west,  to  the 
north  and  to  the  south  of  Athens.  Just  when  to  dale  tlic  close  of  the  Hellenizing 
period  is  a  matter  of  choice.  If  political  rule  is  the  criterion,  some  use  the  date  when 
Rome  completed  the  conquest  of  Macedonia  and  Greece  (146  B.C.);  others  when 
Egypt,  the  last  of  the  major  Hellenistic  kingdoms,  was  conquered  by  Rome  (30  B.C.). 
Either  of  these  dates  could  justifiably  be  used  to  mark  the  end  of  the  Hellenistic 
period. 

If,  however,  cultural  and  educational  '’Tule”  is  the  criterion  to  be  used,  the 
problem  is  much  more  difficult.  The  Hellenistic  period  in  the  Middle  East  could  well 
be  said  to  extend  to  200  A.D.  Greek  educational  institutions  were  carried  by  Alex¬ 
ander  wherever  he  went  and  were  established  in  turn  by  the  Hellenistic  successors  to 
Alexander  in  the  major  kingdoms  that  followed  the  breakup  of  Alexander’s  Empire: 
the  Ptolemaic  dynasty  which  ruled  in  Egypt  for  300  years  from  323  B.C.  to  30  B.C.; 
and  the  Seleucid  Empire  which  extended  from  Asia  Minor  to  India.  By  the  end  of  the 
third  century  B.C.  political  disintegration  was  already  bedevilling  Egypt,  and  the 
Seleucid  Kingdom  was  breaking  into  sections,  with  major  centers  at  Pergamum  in  Asia 
Minor,  Parthia  southeast  of  the  Caspian  Sea,  and  Bactria  embracing  the  Hindu  Kush  in 
the  northeast.  But  despite  these  political  changes,  the  innuence  of  Greek  styles  of  life 
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and  educational  institutions  remained  strong,  especially  in  key  cities, \ftptil  as  late  as  -'j, 
200  A.D.  For  example,  Plutarch  (d.  120  A.D.)  did  much  of  his  scholk^writing^ijU*- 
Greece  itself;  the  scientist  Ptolemy  (d.  161  A.D.),  who  marked  the  cuhrtisailon-^ 
Greek  astronomy  and  geography,  worked  at  Alexandria;  whereas  Galen  (d.  ca.  200 
A.D.),  who  did  the  same  for  Greek  medicine,  did  most  of  his  work  in  Rome. 

In  Eastern  Europe  and  Asia  Minor  the  Hellenistic  educational  tradition  con¬ 
tinued  almost  without  a  break  throughout  the  thousand  years  of  the  Byzantine 
Empire.  This  may  be  dated  from  the  removal  of  the  capital  of  the  Roman  Empire  from 
Rome  to  Constantinople  by  Constantine  in  300  A.D.,  or  from  the  designation  of  Zeno 
as  Byzantine  Emperor  in  474  A.D.,  or  from  Justinian  s  rule  in  527-565  A.D.  The 
=T}reek  cultural  predominance  is,  however,  generally  conceded  to  have  lasted  until  the 
overthrow  of  Byzantium  by  the  Ottoman  Turks  in  1453.  So  the  Hellenization  of 
Eastern  Europe  can  be  said  to  extend  virtually  to  1500  A.D.,  and  through  the  Greek 
Orthodox  Church  and  related  institutions  down  to  the  present. 

Hellenization  of  the  West  took  place  largely  through  the  pohtical  instmmentality 
of  the  Roman  Empire  and  thus  might  be  said  to  close  with  the  end  of  the  Western 
Empire  around  500  A.D.;  but  the  influence  of  Hellenistic  education  on  Western 
Europe  was  carried  on  through  Latin  education  during  the  Middle  Ages  until  explicit 
Greek  models  again  came  to  the  fore  in  the  humanistic  education  of  the  European 
Renaissance.  In  this  sense,  Hellenism  is  embedded  in  much  of  Western  education  to  the 
present  time. 

For  purposes  of  this  chapter,  however,  I  believe  a  convenient  date  to  use  for  the 
close  of  the  dispersive  period  of  Greek  education  east  of  Athens  is  200  A.D.  By  this 
time  the  aggressive  expansionism  of  Hellenism  begun  by  Alexander  had  ended,  and  the 

beginnings  of  a  distinctive  Christian-Byzantine  culture  were  forming.  For  most  of  this 
•  500-year  period,  Greek  civilization  and  Greek  education  were  the  models  most  eagerly 
;  emulated  by  the  intellectual  and  educated  classes  of  Western  Asia  and  the  Middle  East. 

’  In  the  Mediterranean  world  west  of  Athens,  Greek  culture  had  to  compete  with 
Carthaginian  and  Etruscan  cultures  until  the  dominance  of  Rome  around  300  B.C. 
From  that  time  forward,  Greek  education  was  emulated  or  assimilated  for  nearly  800 
years  so  that  we  can  properly  speak  of  Graeco-Roman  education  as  a  prime  agency  in 
the  civilizing  of  the  entire  Roman  world  to  the  end  of  the  Empire  around  500  B.C. 


A.  HELLENIZING  EDUCATION  IN  THE  EAST  (300  B.C.-200  A.D.) 

Hard  upon  the  heels  of  Alexander’s  conquests,  hundreds  of  thousands  of  Greeks 
moved  eastward  to  escape  the  depressed  conditions  at  home  and  to  better  themselves 
economically.  Naturally,  as  they  clustered  in  newly  built  Greek  cities,  they  carried 
with  them  their  Greek  institutions.  They  took  their  gymnasiums  and  their  primary 
schools  wherever  they  went,  and  in  certain  key  cities  they  also  established,  with  the 
help  or  stimulus  of  Hellenistic  rulers,  grammar  schools,  rhetorical  schools,  and  philoso¬ 
phical  schools.  The  Hellenistic  rulers,  needing  administrators,  physicians,  and  profes¬ 
sionals  to  manage  their  cities  and  kingdoms,  encouraged  teachers  and  scholars  to  aid  in 
spreading  Greek  education.  Indeed,  a  “Greek”  came  to  be  identified  almost  as  much 
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by  his  acquisition  of  Greek  education  as  by  his  ethnic  background.  Entrance  into  the 
upper  classes  of  intellectual,  political,  and  economic  power  very  often  rested  upon 
acquiring  the  fundamentals  of  a  Greek  education,  much  as  was  the  case  in  modern 
colonial  empires  when  a  French  or  an  English  education  proved  to  be  the  road  to 
preferment  by  the  ruling  estate.  In  fact,  a  Greek  education  was  the  principal  means  of 
distinguishing  between  the  “civilized”  and  “n on-civilized”  sectors  in  the  population.  In 
fornier  days,  the  “barbarian”  was  viewed  by  the  Greeks  as  anyone  who  did  not  live  in 
a  Greek  city.  Now  that  Greek  cities  existed  over  much  of  the  civilized  world,  the 
distinction  became  educational  rather  than  geographical. 

Even  after  the  military  expansion  of  Hellenism  began  to  dechne  and  emigration 
from  the  Greek  homeland  similarly  declined  after  200  B.C.,  Greek  cultural  and 
educational  forms  continued  to  prevail  in  most  of  western  Asia  and  the  eastern 
Mediterranean  for  another  400  years.  The  Greek  language  was  the  lingua  franca  of  the 
region  and  the  young  man  who  aspired  to  “higher”  pursuits  found  it  desirable  to  have 
a  higher  Greek  education.  This  remained  substantially  true  in  the  Parthian  kingdom 
and  in  the  Bactrian  kingdom  as  weE  as  in  Egypt  until  around  200  A.D.  The  entire 
Afro-Eurasian  ecumene  was  connected  from  the  Atlantic  to  the  Pacific  when  the 
Kushan  Empire  in  the  first  century  A.D.  linked  the  Parthian  and  the  Roman  Empires 
on  the  west  with  India  on  the  east.  We  know  that  Hellenic  art  styles  influenced  both 
China  and  India,  with  the  fulcmm  of  contact  for  interchange  between  Greek,  Iranian, 
Indian,  and  Chinese  forms  of  civilization  being  Bactria  and  the  Hindu  Kush.  Possibly 
there  was  literary  and  educational  interchange  too,  but  the  evidence  is  too  thin  to  say. 

It  seems  clear,  however,  that  by  the  end  of  the  second  century  A.D.  the  Hellenic 
inroads  had  spent  themselves,  either  being  absorbed  or  put  on  the  defensive.  There¬ 
after,  the  creative  energies  of  the  intellectual  classes  began  to  move  toward  new 
philosophical  formulations  which  subordinated  the  inherited  Greek  patterns  of  ra¬ 
tional  thought  to  religious  formulations  in  both  eastern  and  western  garb.  These 
semi-religious  philosophies  embodied  the  search  for  salvation  and  happiness  in  a 
spiritual  world  beyond  the  reach  of  the  Greek  polls  and  its  human  citizenry. 

Generalizations  are  not  easy,  but  it  seems  possible  that  the  shift  from  a 
“daylight”  religion  of  interest  in  this  world  to  a  spiritual  interest  in  the  future  life 
reflected  the  change  from  a  free  and  vigorous  social  life  to  a  restricted  political  life 
that  occurred  when  the  Greek  cities  lost  their  independence  under  Macedonian, 
Hellenistic,  and  Roman  rule.  When  the  civic  ideal  of  the  city-state  no  longer  had  a  vital 
meaning  for  the  Greek  mind,  many  intellectuals  sought  refuge  in  religious  contempla¬ 
tion  and  mysticism.  This  change  tended  to  diminish  the  civic,  practical,  and  moral 
character  of  education  and  to  emphasize  its  more  narrowly  intellectual  and  academic 
character. 

Another  side  of  the  picture  was  that  the  social  gap  between  the  Greek  educated 
upper  classes  and  the  uneducated  lower  classes  began  to  widen  in  Hellenistic  times. 
The  large  landowner  became  more  powerful  whereas  the  formerly  independent  farmer 
lapsed  into  peasantry  or  slavery  while  his  counterpart  in  the  cities  became  more 
dispossessed  than  ever.  So  it  was,  first  in  the  greek  cities  of  the  East  and  then  later  in 
the  Latin  cities  of  the  West,  that  the  poor  and  alienated  masses  of  people  became 
potent  candidates  for  the  new  Christian  religion  that  began  to  take  form  in  the  Levant. 
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Christianity  appealed  to  the  downtrodden  of  the  cities  of  Asia  Minor,  Syria,  and 
Palestine  much  as  Mahayana  Buddhism  did  in  northwest  India  and  Hinduism  in 
southern  India.  AU  three  great  religions  emerged  in  social  conditions  characterized  by 
large  clumps  of  underprivileged  persons  huddled  in  cities  marked  by  heterogeneous 
groups  of  peoples  who  had  been  cast  adrift  from  the  moorings  of  their  traditional 
cultures.  Then,  as  now,  poverty,  hopelessness,  and  alienation  in  an  urban  setting 
proved  to  be  a  combustible  mixture. 

Educational  forms,  which  had  been  hammered  out  under  the  conditions  of  a  free 
polis  in  florescent  days  and  which  had  appealed  to  the  upper  classes  of  a  privileged 
Greek  estate  in  the  flourishing  urban  environment  of  Hellenistic  cities,  no  longer 
seemed  relevant  either  to  the  upper  classes  or  to  the  lower  classes.  The  upper  classes 
from  200  A.D.  onward  increasingly  turned  to  mystery  philosophies;  the  lower  classes 
to  the  hope  of  salvation  in  popular  religion. 

As  the  Hellenistic  period  wore  on,  larger  areas  of  land  came  under  cultivation, 
the  slave  class  became  ever  more  numerous,  and  conflicts  raged  between  lower  and 
upper  classes,  between  urban  and  rural  factions,  and  between  agrarian  and  commercial 
interests.  As  the  number  of  free  citizens  became  smaller,  the  concept  of  leisure 
appealed  more  and  more  to  the  philosophers  of  the  upper  classes.  As  the  number  of 
unfree  workers  increased,  their  manual  labor  came  to  be  looked  down  upon  as  menial 
labor  by  the  leisure  classes  whose  wealth  and  status  freed  them  from  work  with  their 
hands.  Thus,  the  social  and  economic  conditions  seemingly  began  to  justify  more  than 
ever  the  distinction  Aristotle  had  made  between  the  liberal  arts  suitable  ioz  free  man 
as  opposed  to  the  practical  arts  suitable  to  an  unfree  man. 

From  Polis  to  Paideia 

In  the  course  of  the  dispersive  period  the  spirit  of  Greek  education  changed  in  a 
fundamental  way  as  it  responded  to  the  political,  economic,  and  religious  tenor  of 
Hellenistic  times.  Greek  education  was  most  vital  and  creative  when  the  democracy  of 
the  polis  was  at  its  height  or  still  seemed  capable  of  coping  with  the  critical  social  and 
intellectual  problems  of  the  florescent  period.  Education  became  more  sterile  and 
narrowly  academic  when  political  demoracy  was  lost  or  discredited  and  the  purposes 
for  which  education  had  originally  been  designed  could  no  longer  find  fruitful  outlet 
in  society. 

Conversely,  education  itself  proved  to  be  a  formative  element  in  helping  to  bring 
about  this  social  decline.  The  changes  that  the  educators  themselves  made  in  the 
schools  of  the  dispersive  period  served  to  create  habits  of  mind  among  Hellenistic 
gentlemen  that  led  them  to  prefer  an  intellectualistic  education,  which  looked  to  the 
past,  rather  than  a  political  or  practical  education  oriented  to  the  crises  in  the 
civilization  of  their  day. 

Whereas  education  had  been  oriented  in  the  florescent  period  to  the  political 
ideal  of  the  poUs,  it  reoriented  itself  in  the  dispersive  period  to  the  cultural  ideal  of 
paideia.  The  fifth  century  goal  of  the  all-around  development  of  an  individual’s  body, 
mind,  and  character  as  the  road  to  good  citizenship  began  to  give  way  to  a  greater 
emphasis  upon  training  of  the  individual’s  intellectual  and  spiritual  faculties,  princi¬ 
pally  by  means  of  literary  and  philosophical  studies  and  a  corresponding  de-emphasis 
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upon  civic,  artistic,  and  physical  development.  In  general,  this  was  a  reflection  of  the 
decline  of  the  democratic  and  activist  model  of  the  polls  and  the  rise  of  the  humanistic 
and  contemplative  model  of  paideia.  What  had  been  a  broadly  political  and  social 
setting  for  education  now  became  an  mdividualistic  concern  for  “cultural  develop¬ 
ment”  achieved  most  effectively  through  acquaintance  with  the  classical  literature  of 
the  florescent  period.  Rather  than  looking  to  the  solution  of  the  broad-ranging  and 
cultural  problems  of  the  polls,  education  began  to  look  to  the  literary  creations  and 
culture  of  tire  past  as  the  prime  means  of  forming  the  mind  and  character  of  the 
future.  This  was  paideia.  ^ 

This  basic  transformation  of  the  meaning  and  purpose  of  education  was  reflected 
in  part  in  a  change  in  the  institutional  forms  of  education.  The  most  obvious  outward 
change  was  the  dechne  and  eventual  disappearance  of  the  music  school  and  gymnastic 
training  for  the  boys  and  the  rising  to  preeminence  of  the  literary  school  at  all  levels  of 
education.  The  institutional  framework  for  education,  however,  continued  to  be  the 
polis.  During  the  third  and  second  centuries  B.C.  education  became  more  systematized 
than  ever  before,  state  or  civil  control  exerted  itself  more  forcefully,  and  the  three 
distinct  levels  of  education,  elementary,  secondary,  and  higher,  began  to  take  more 
definite  shape.  These  were  the  educational  institutions  that  were  carried  over  into  the 
Roman  Empire  and  passed  on  to  Western  Europe. 

As  less  and  less  attention  was  given  to  gymnastics  and  music  for  younger  boys, 
the  school  of  the  grammafist  became  the  common  type  of  elementary  school.  With  the 
development  of  the  science  of  grammar,  tire  school  of  the  grarnmaticos  came  to  be 
recognized  as  the  accepted  second-level  or  secottdary  school  lor  boys  from  about 
thirteen  or  fourteen  to  sixteen  or  eighteen  years  of  age.  Noteworthy,  too,  was  the 
dechne  of  military  education  and  the  growing  popularity  of  tire  various  schools  of 
philosophy  and  rhetoric  as  the  chief  forms  ot  higher  education. 

Even  the  Ephebic  College,  which  had  been  set  up  primarily  for  military  and 
physical  traiiring,  took  on  a  more  intellectual  content  around  300  B.C.  In  the  third 
century  B.C.,  the  requirement  for  military  training  was  reduced  to  one  year  and  then 
made  voluntary,  and  in  the  second  century  B.C.  requirements  in  philosoplrical  and 
rhetorical  studies  were  made  part  of  the  curriculum  along  with  physical  education.  The 
Ephebic  College  in  Athens  tlius  lost  much  of  its  democratic  and  civic  quality  and 
became  more  nearly  like  a  fashionable  semi-military  academy  for  well-bred  young 
aristocratic  gentlemen.  A  hundred  Greek  cities  in  all  parts  of  the  Hellenistic  world 
generally  repeated  this  trend.  The  gymnasium  became  the  “clubhouse”  for  the 
ephebia. 

To  broaden  our  view  now  to  include  the  whole  Hellenistic  world  beyond  Athens, 
the  evidence  seems  clear  that  public  support  and  control  of  education  were  on  the 
increase.  Many  cities  chose  a  supervisor  or  inspector  of  schools,  either  appointed  or 
elected.  The  paidonomous  took  part  in  the  appointment  of  teachers  and  exercised 


®For  a  brief  and  illuminating  discussion  of  the  concept  ol  paideia,  see  H.  I.  M,arrou,/4  History  of 
Education  in  Antiquity,  Mentor,  New  York,  1964,  pp.  137-147  and  pp.  296-308;  for  an  exhaustive 
and  aristocratic  treatment,  see  Werner  Jaeger,  Paideia,  The  Ideals  of  Greek  Culture,  Oxford 
University  Press,  New  York,  1965,  vol.  1,  Book  1,  chap.  3,  pp.  35-56. 
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general  supervision  over  the  curriculum  of  the  schools.  Teachers’  salaries  were  some¬ 
times  paid  out  of  pubUc  funds  or  from  the  income  of  private  endowments  as  m 

Miletus,  Rhodes,  and  Delphi.  „ 

Higher  education  also  took  definite  institutional  form  dunng  Hellenistic  tunes. 

Athens  remained  a  great  intellectual  center.  In  addition  to  the  Academy,  Lyceum, 
Cvnosar°es,  and  the  rhetorical  schools  founded  there  in  the  fourth  century,  two  new 
schools  had  been  founded  as  the  century  closed.  Epicurus  opened  his  school  m  a 
garden,  from  which  the  Epicurean  school  derived  its  name,  the  Gardens.  Zeno  opened 
his  school  in  the  portico  of  a  building,  from  which  his  school  became  known  as  the 
Stoa  (from  the  Greek  word  meaning  porch)  and  his  philosophy  as  Stoicism.  Collec- 
tivelv  these  schools  were  quite  influential  in  attracting  thousands  of  young  men  to 
Atheris  over  the  centuries.  Some  modern  historians  have  applied  the  term  “Umversi^ 
of  Athens”  to  this  collection  of  schools,  but  this  is  a  misnomer,  for  few  of  the 
institutional  forms  associated  with  modern  universities  were  present.  The  umvensty 
organization  as  we  know  it  is  essentially  Western  in  origin,  stemming  from  thirteenth- 

century  Europe. 

In  Hellenistic  times  the  other  cities  that  arose  to  compete  with  Athens  as 
cosmopolitan  intellectual  centers  not  only  included  Alexandria  in  Egypt,  where  the 
Hellenistic  kings  established  a  great  hbrary  and  museum  for  the  carrying  on  of 
advanced  study  and  research,  but  several  other  cities  that  became  famous  for  their 
libraries,  museums,  and  schools  of  pliilosophy  and  rhetoric,  notably,  Pergamum, 
Antioch  Rhodes,  Ephesus,  Smyrna,  and  Halicarnassus.  Most  of  these  institutions  were 
founded  and  supported  by  Hellenistic  kings,  mainly  to  glorify  themselves,  but  the 
effect  was  to  stimulate  a  state  interest  in  higlier  education  which  was  earned  stil 
further  by  the  Roman  emperors.  Often  the  presiding  officials  and  teachers  were 
appointed,  paid,  and  controlled  by  the  Hellenistic  kings.  By  the  end  of  the  Hellenistic 
period,  schools  and  higher  institutions  were  so  widespread  that  a  quite  considerab  e 
-reading  and  educated  public  existed.  HeUenistic  education  laid  the  groundwork  in 
content  and  organization  for  the  Roman  educational  system,  which  was  patterned 
upon  it  and  which  in  turn  laid  the  foundations  for  the  educational  mstitutions  of  the 


West 

The  shift  from  polis  to  paideia  as  the  lodestar  for  education  was  reflected  not 
only  in  a  change  of  institutional  forms  but  even  more  in  the  transformation  of  the 
content  and  spirit  of  the  educational  program  at  various  levels  of  the  system.  The 
fifth-century  conception  of  education  as  primarily  the  shapmg  of  character  for  moral 
and  social  purposes  faded  before  the  conception  that  the  best  educated  person  is  the 
one  who  has  developed  his  intellectual  capacities  to  the  highest  point.  The  free  man 
became  identified  with  the  man  of  culture  rather  than  with  the  man  of  action. 

In  the  course  of  the  Hellenistic  period  the  dominant  elementary  school  teacher 
came  to  be  the  gramrmtist,  who  concentrated  on  the  teaching  of  readmg,  wnting,  and 
counting.  The  teacher  of  music  (citharist)  and  the  teacher  of  gymnastics  (paedombe) 
began  to  play  a  smaUer  and  smaller  part  in  the  elementary  education  of  young  Greek 
boys.  The  “school”  became  the  reading  school.  An  education  for  literacy  replaced  an 
education  for  well-rounded  development.  This  was  a  most  important  change  m 
emphasis,  for  it  was  the  school  of  the  grammatist  that  set  the  educational  pattern  for 
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the  Romans  and  thus  was  carried  to  western  Europe  and  eventually  wherever  the 
Westerners  went.  The  discipline  was  strict,  even  harsh  and  brutal.  There  was  no 
nonsense  preached  about  attending  to  the  nature  of  the  child  or  his  development  or  his 
needs  or  interests  in  learning. 

Just  as  the  grammatist  became  the  typical  teacher  of  a  primary  school  in 
Hellenistic  times,  so  did  the  grammaticos,  or  grammarian,  become  the  typical  teacher 
at  the  secondary  level.  Since  that  time  the  major  secondary  schools  of  the  entire 
Western  world-and  wherever  Westerners  carried  their  educational  institutions-have 
been  generically  thought  of  as,  and  even  called,  grammar  schools.  As  Marrou  points 
out  in  his  excellent  description  of  the  Hellenistic  secondary  school  there  were  often 
studies  of  science  as  well  as  of  letters,  but  letters  by  all  odds  came  to  dominate  the 
field."^  The  teaching  of  grammar  comprised  four  types  of  study;  literature,  theory  of 
grammar,  morphology,  and  composition.  In  literature  the  pride  of  place  went  to 
Homer’s  Iliad,  but  attention  was  also  given  to  other  epic  poets  like  Hesiod,  to  lyric 
poets  (principally  Sappho  and  Pindar),  to  dramatic  poets  (above  all  Euripides  and 
Menander),  and  in  last  place  to  such  prose  authors  as  Demosthenes  and  Isocrates. 

The  Hellenistic  scholars  and  teachers  were  not  themselves  the  creators  of  great 
classics  of  Greek  literature,  but  they  did  create  the  “classical  tradition”  in  the  sense 
that  they  drew  up  lists  of  the  great  books  and  the  great  authors  worthy  of  being 
studied.  They  codified,  classified,  and  canonized  the  works  of  literature  which  they 
considered  to  be  the  masterpieces  of  the  first  class  or  first  rank,  namely,  the  “classics.” 
Marrou  puts  it  this  way: 


As  something  essentially  classical,  Hellenistic  civilization  was  the  opposite 
of  those  revolutionary,  innovating  cultures  that  are  propelled  forward  by  a  great 
creative  drive.  It  rested  essentially  upon  the  peaceful  possession  of  an  already 
acquired  capital.  ...  A  classical  culture  can  be  defined  as  a  unified  collection  of 
great  masterpieces  existing  as  the  recognized  basis  of  its  scale  of  values.^ 

Paideia  came  to  be  the  education  whereby  the  mind  and  spirit  of  man  were 
formed  by  the  values  to  be  imbibed  from  study  of  the  classical  culture.  In  this  way  he 
was  to  become  tmly  civilized.  So  in  its  broadest  sense-^and  one  might  say  in  the  hands 
of  the  broadly  visioned  grammar  teacher-grammar  included  the  great  Greek  literature. 
In  its  narrower  sense  grammar  came  to  mean  the  formal  analysis  of  language  into  its 
basic  structural  parts,  the  inflection  of  words,  and  composition. 

For  a  time,  teachers  of  mathematical  science,  especially  geometry  and  arithme¬ 
tic,  were  considered  to  be  a  part  of  secondary  education.  Apparently  their  concern  was 
not  in  computation  or  in  the  application  of  mathematics  to  practical  problems.  They 
viewed  geometry  as  an  abstract  sequence  of  theorems,  a  la  Euclid,  not  a  matter  for 
engineers  and  surveyors;  and  arithmetic  was  the  theory  of  numbers,  a  la  Pythagoras, 
not  a  matter  for  accountants  or  statisticians. 

For  reasons  not  easily  ascertainable  the  grammarians  were  able  to  eliminate  the 


^See  Marrou,  op.  cit.,  pp.  223-250. 
^Ibid.,  pp.  224-225. 
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mathematical  sciences  from  the  secondary  schools.  In  effect  Plato  and  Aristotle  were 
repudiated  in  this  process.  Education  was  not  to  be  a  matter  of  training  the  theoretical 
reason  by  means  of  scientific  or  mathematical  study  as  Plato  and  Aristotle  had 
proposed,  nor  was  it  to  become  the  arena  for  a  training  in  practical  affairs  as  Isocrates 
had  proposed.  Rather,  it  took  on  the  characteristic  Hellenistic  form  of  paideia,  a 
forming  of  the  character  and  mind  by  literary  studies  rather  than  by  the  sciences  or  by 
the  social  and  political  studies.  As  a  result,  one  of  the  most  fundamental  transforma¬ 
tions  in  the  whole  history  of  education  may  have  taken  place. 

Who  could  claim  after  such  a  development  as  this,  a  development  shaped  by  the 
countless  decisions,  deliberate  or  semideliberate,  of  generations  of  teachers  who  found 
the  literary  culture  more  satisfying  than  the  scientific  culture,  that  education  does  not 
have  a  formative  influence  on  civilization?  Who  can  say  but  that  this  trend  within 
Hellenistic  education  did  not  help  to  delay  the  beginnings  of  modem  science  and  thus 
the  onset  of  modern  civilization  itself  for  a  thousand  years? 

Mathematics  and  science,  however,  did  not  disappear  from  the  educational 
scene;  they  continued  to  be  cultivated  at  the  level  of  higher  education.  Their  absence 
from  secondary  education  meant  that  they  did  not  form  part  of  the  core  of  common 
culture  for  successive  generations  of  secondary  school  students;  only  those  who  took 
up  the  subjects  in  a  specialized  way  at  a  few  advanced  centers  kept  the  studies  alive. 
The  principal  means  to  this  was  the  Museum  founded  at  Alexandria  shortly  after  300 
B.C.  and  lasting  until  nearly  400  A.D.  Its  700-year  existence  nearly  matched  that  of 
the  rhetorical  and  philosophical  schools  of  Athens.  Similar  institutions  were  estab¬ 
lished  at  a  few  other  key  Hellenistic  cities  in  the  Aegean  and  eastern  Mediterranean, 
notably,  at  Rhodes,  Pergamum,  Ephesus,  Smyrna,  and  Beirut.  ^ 

The  institution  at  Alexandria  was  made  up  of  a  collection  of  research  institutes 
to  which  scholars  came  from  all  over  the  Hellenistic  world  to  pursue  their  studies  and 
to  which  younger  men  came  to  work  as  disciples  of  the  older  masters.  A  definite 
corporate  and  community  life  grew  up  around  common  meeting  and  dining  rooms, 
attractive  promenades,  and  an  extraordinary  library  in  the  sciences  as  well  as  in  letters. 
While  teaching  was  not  the  primary  interest,  it  is  obvious  that  much  learning  went  on 
in  the  association  between  older  and  younger  men,  as  well  as  among  colleagues.  It  was 
in  a  sense  a  forerunner  of  the  modern  research  institute  or  think  tank  where  scholars 
gathered  to  advance  knowledge  or  to  synthesize  it.  They  approached  the  creative 
hterary  works  of  others  in  the  analytical  and  critical  mood  that  might  be  called  the 
first  Ph.D.  approach  to  literature. 

The  range  of  studies  at  Alexandria  included  astronomy,  geometry,  trigonometry, 
physics,  geography,  and  medicine  as  well  as  language,  literature,  rhetoric,  and  phfioso- 
phy.  There  was  little  in  the  way  of  training  for  technology  or  for  the  professions, 
except  for  medicine;  no  law;  no  engineering;  no  agriculture;  no  administration;  no 
professional  education.  The  accumulation  of  knowledge  at  Alexandria  gave  it  such 
stature  that  Alexandrian  became  almost  synonomous  with  Hellenistic.  The  scholars 
there  and  elsewhere  not  only  regarded  themselves  as  guardians  of  the  florescent 
literary  tradition,  they  worked  it  over  so  systematically  and  thoroughly  that  it  was 
largely  through  their  efforts  that  the  classical  tradition  was  preserved  at  all.  If  they  had 
not  been  so  zealous  with  their  grammars,  word  lists,  commentaries,  lexicons,  an 
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transcriptions,  the  extant  written  record  would  have  been  immeasurably  depleted. 

As  it  is,  the  florescent  period  of  Greek  civilization  is  one  of  the  best  and  most 
fully  reported  periods  of  any  ancient  civilization.  By  preserving  and  selecting  the  best 
in  the  tradition,  the  Alexandrians  helped  to  create  that  tradition  for  all  its  successors. 
And  the  origins’of  the  tradition  that  was  trasmitted  were  not  solely  Greek.  The  process 
of  translating  the  Old  Testament  from  Hebrew  into  Greek,  resulting  in  the  Septuagint 
(because  it  entailed  seventy  scholars),  was  undertaken  at  Alexandria  beginning  in  the 
third  century  B.e 

Aside  from  the  institutions  of  higher  education  at  Alexandria  and  the  other 
museums,  the  mathematical  and  physical  sciences  were  scarcely  to  be  reckoned  with, 
so  predominant  were  the  rhetorical  and  philosophical  schools.^*  And  in  the  rivalry 
between  them,  rhetoric  was  the  clear  winner  in  the  minds  of  most  Hellenistic  Greeks. 
Rhetoric  was  the  queen  of  the  liberal  arts,  eloquence  the  chief  goal  of  the  educated 
man-  indeed,  it  became  the  very  mark  of  the  civilized  man  in  contrast  to  the  barbarian. 

’  The  original  purpose  of  rhetoric,  of  course,  had  been  the  highly  practical  one  of 
improving  the  effectiveness  and  the  wisdom  ot  the  orator  as  he  took  part  in  the 
democratic  political  process  of  the  polls.  But  from  the  third  century  B.C.  onward  the 
interest  became  not  so  much  political  as  cultural.  Persuasion  gave  way  to  elegance,  the 
policy  plea  to  an  oration  or  declamation.  As  the  rhetorical  schools  lound  less  and  less 
practical  political  outlet  for  their  teachings  and  as  young  men  could  no  longer  find 
genuine  use  for  their  oratorical  talents  in  the  absence  oi  a  vital  demociatic  society, 
they  began  to  emphasize  the  delights  of  rhetorical  style  for  its  own  sake.  The  turning 
of  a  nice  phrase,  a  witty  saying,  an  appropriate  allusion  became  more  important  than 

convincing  the  popular  assembly  or  the  courts. 

Philosophy,  too,  changed  its  character.  It  no  longer  could  pose  as  the  prime 
study  to  train  the  guardians  who  would  be  the  wise  rulers  ot  the  state.  The  kings 
would  now  mle  by  authority  of  arms,  not  knowledge.  So  philosophers  turned  to 
becoming  the  moral  guardians  of  the  society,  not  its  political  guardians,  or  they  turned 
to  the  hfe  of  asceticism  and  retreat  from  the  society  altogether.  They  adopted  a 
distinctive  dress  and  style  of  life.  A  few  dropped  out  entirely  to  signal  their  protest 
against  the  dominant  establishment  of  their  day.  “The  Cynics  pushed  this  break  with 
society  to  such  a  point  that  it  became  self-contradictory  and  scandalous;  They  never 
washed,  never  had  their  hair  cut,  wrapped  themselves  in  rags  and  lived  on  alms  like 
beggars,  claiming  to  be  outside  ordinary  polite  society.”’’  Setting  a  pattern  ot  dissent 
and  dissidence,  the  Cynics  wandered  from  city  to  city,  giving  no  regular  instruction, 
and  often  tangling  with  the  police. 

In  contrast,  the  four  major  schools  of  philosophy  in  Athens  (the  Platonists,  the 
Aristotelians,  the  Stoics,  and  the  Epicureans)  maintained  a  regular  corporate  and 
communal  life.  When  Zeno  set  up  his  school,  he  followed  generally  the  tradition  of 
Socrates  and  Plato.  The  Stoics  preached  that,  since  nature  is  inherently  reasonable, 
conformity  to  the  natural  order  of  things  is  living  according  to  the  dictates  of  reason. 
Nature  is  rational  because  it  is  directed  by  a  single,  omnipotent,  and  rational  God. 


®Ibid.,  pp.  267-295. 
’’ibid.,  p.  282. 
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They  taught  that  tranquh  acceptance  of  what  life  brings  and  calm  indifference  to 
painful  circumstances  are  the  highest  goods  m  life.  The  moral  life  is  to  find  reason  in 
nature  and  to  live  resolutely  in  the  light  of  these  findings.  Hence,  Stoicism  came  to 
imply  an  imperturbable  acceptance  of  the  difficulties  of  life.  Through  its  doctrines  and 
its  semirehgious  nature,  Stoicism  was  a  forerunner  of  Christianity,  and  indeed  helped 

to  shape  much  of  Christian  thought  and  practice. 

The  Epicurean  school  operated  from  a  quite  different  philosophical  orientation. 
Epicurus  had  been  influenced  by  Democritus,  a  traveling  Thracian  philosopher,  who 
had  taught  that  matter  was  eternal,  indestructible,  and  uncreated,  and  that  the 
universe  was  merely  infinite  space  filled  with  material  atoms,  operating  by  chance 
rather  than  by  a  creative  intelligence  or  reason.  Thus  Epicurus  did  not  believe  in  a 
divinely  inspired  natural  world  but  in  a  mechanistic  universe.  Happiness  consists  in 
avoiding  pain  of  the  body  and  anguish  of  soul  and  in  seeking  pleasure.  The  good  Ufe  is 
found  in  achieving  freedom  from  the  evils  of  pain,  useless  desires,  and  obstructing 
fears;  the  highest  good  is  the  pleasure  of  intellectual  pursuits.  Epicurus  specifically 
stated  that  sensual  pleasures  did  not  constitute  happiness,  but  nevertheless  successive 
generations  insisted  upon  believing  that  Epicureanism  meant  “Eat,  drink,  and  be 
merry,  for  tomorrow  we  die.” 

Both  the  Stoics  and  Epicureans  resembled  evangelical  religious  orders;  they  sought 
converts  to  their  ideas,  and  they  held  fraternal  festivals,  took  care  of  their  sick,  and 
provided  burials  for  their  dead.  But  they  did  not  become  churches;  they  remamed 
primarily  schools  of  thought.  They  had  no  creeds  or  dogma,  no  priests,  no  public 
worship,  and  no  ecclesiastical  organization.  The  major  Athenian  schools  contmued  to 
be  favorite  places  to  send  Roman  youth  during  the  height  of  the  Roman  Empire.  They 
even  outlasted  the  fall  of  the  Western  Roman  Empire,  finally  beuig  closed  by  Justinian 
in  529  A.D.  because  they  were  pagan.  The  other  Hellenistic  centers  of  learning 
continued  more  or  less  active  under  the  Roman  Empire  and  then  received  another 
stimulus  from  Arab  and  Jewish  scholars  between  the  eighth  and  thirteenth  centuries. 

It  is  difficult  to  assess  the  contributions  of  Hellenistic  higher  education.  It  might 
be  put  this  way:  In  respect  to  the  accumulation  of  knowledge  through  systematic 
classification  and  investigation,  the  Hellenistic  scholars  took  enormous  strides  They 
made  knowledge  of  the  Greek  classical  tradition  more  easily  available  to  scholars  ot 
the  civilized  world  from  that  time  forward.  But  in  respect  to  the  aim  of  education, 
Hellenistic  higher  education  exalted  the  intellectual  ideal  of  knowledge  for  its  ovvn 
sake  to  the  extent  that  the  welfare  of  the  student  and  of  society  was  largely 
overlooked.  Hellenistic  education  lost  the  earlier  Greek  fervor  for  creating  good 
citizens  in  a  free  and  democratic  state,  and  it  lost  concern  for  the  development  of  the 
physical,  aesthetic,  and  moral  qualities  of  the  well-rounded  individual. 

In  modern  terminology,  Hellenistic  education  embraced  the  graduate  school 
ideal  of  research  but  neglected  the  undergraduate  ideal  of  teaching  for  general 
understanding  and  social  participation.  Its  dominant  concern  was  the  pursuit  o 
organized  knowledge  for  the  perfecting  of  the  individual  in  the  image  of  the  hteraty 
classics.  The  culture  of  paideia  became  above  all  the  culture  of  literary  humanism^In. 
fact,  when  Varro  and  Cicero  came  to  translate  the  Greek  term  paideia,  they  turned  i 
into  the  Latin  term  humanitas.  It  was  not  the  creative  education  of  the  democratic 
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polis  in  its  florescent  period  that  the  Romans  borrowed;  it  was  the  literary  education 
of  the  Hellenistic  paideia  that  they  finally  came  to  emulate. 


B.  LATINIZING  EDUCATION  IN  THE  WEST  (300  B.C.-500  A.D.) 

In  the  long  view  of  the  history  of  education,  the  Roman  experience  may  well  be 
viewed  as  a  major  phase  of  the  dispersive  period  of  Greek  education  in  the  course  of 
which  Hellenism  and  Latinism  were  amalgamated  to  form  the  Graeco-Roman  educa¬ 
tion  which  had  a  recognizable  life  in  Europe  until  around  500  A.D.  As  Alexander’s 
empire  provided  the  political  framework  within  which  the  civilized  peoples  of  the 
Middle  East  were  Hellenized,  so  did  the  Roman  Empire  act  as  an  instrument  whereby 
the  diverse  folk  peoples  of  Western  and  Southern  Europe  were  both  Hellenized  and 
Latinized.  The  Goths  were  quick  to  accept  the  Graeco-Roman  civilization;  the  Franks 
considerably  slower,  but  the  Germanic-Roman  fusion  was  well  on  its  way  by  the  end 
of  the  sixth  century  A.D. 

The  massive  scope  of  this  Graeco-Roman  education  and  its  importance  for  the 
later  development  of  Western  civilization  warrant  special  attention  to  Roman  educa¬ 
tion.  But  it  can  well  be  looked  at  in  two  perspectives.  One  perspective  sees  it  as  an 
integral  part  of  the  larger  history  of  Hellenic  civilization  which  constituted,  along  with 
that  of  the  Middle  East,  India,  and  China,  one  of  the  four  ancient  civilizations  of  the 
Afro-Eurasian  ecumene.  In  this  larger  sense  Roman  education  was  a  phase  of  the 

dispersive  period  of  Hellenic  education.  (See  Figure  3.2,  page  81 .) 

The  other  and  shorter  perspective  views  Roman  education  as  having  an  identity 
of  its  own  which  paralleled  Roman  political  and  institutional  life  and  which  acted  as  a 
link  between  the  decaying  Hellenic  civilization  and  the  rising  civilization  of  the  West. 
As  such,  it  displayed  its  own  curve  of  educational  development  which  follows  the 
familiar  formative-florescent-dispersive  pattern.  Its  formative  period  was  generally  that 
of  the  Roman  Republic,  roughly  from  the  fifth  to  the  first  centuries  B.C.  During  this 
time  the  Hellenistic  phase  of  Greek  education  led  to  the  spread  of  organized  schools  in 
Rome.  The  florescent  period  extended  from  the  First  century  B.C.  to  the  end  of  the 
second  century  A.D.,  i.e.,  from  the  end  of  the  Republic  through  the  early  centuries  of 
the  regnant  Empire.  During  this  time  the  characteristic  institutions  of  Roman  educa¬ 
tion  were  fuUy  developed.  The  dispersive  period  included  not  only  the  later  centuries 
of  the  declining  Empire  from  the  third  through  the  fifth  centuries  A.D.,  but  also  the 
early  centuries  of  the  Middle  Ages  in  Europe  (500  A.D.  -  1000  A.D.).  As  the  Empire 
disintegrated  so  did  Roman  education  disintegrate.  But  a  thin  lifeline  of  Roman 
educational  thou^t  and  practice  continued  to  exist  and  managed  to  disseminate  a 
modicum  of  Latin  learning  through  much  of  the  early  medieval  period,  sometimes 
known  as  the  prodromal  or  gestatory  period  of  Western  civilization. 

Thus  the  larger  dispersive  period  of  Greek  education  not  only  includes  its  initial 
and  continuing  impact  upon  Rome,  but  also  the  narrower  dispersive  period  of  Roman 
education  itself  which  furnished  the  lessons  which  the  peoples  of  Western  Europe 
learned  as  they  prepared  to  develop  their  own  distinctive  form  of  civilization.  These 
common  Latin  lessons  learned  by  diverse  peoples  spealdng  many  different  languages 
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proved  to  be  exceedingly  useful  in  spreading  a  common  culture  in  Europe  at  a  time 
when  the  cosmopolitan  culture  of  the  Middle  East  was  losing  its  Hellenistic  veneer  and 
beginning  to  break  apart.  The  latter-day  Roman  schools  Latinized  the  West  (taught  it 
to  speak  Latin)  as  the  earlier  Greek  schools  Hellenized  the  East. 

The  Formative  Period  of  Roman  Education  Under  the  Republic 
( Fifth  Century  B. C.-First  Century  B.C.) 

The  prehistory  of  the  Italian  peninsula  is  clouded  with  the  uncertainties  arising  from 
successive  migrations  from  Europe  and  Asia  Minor.  By  the  eighth  century  B.C.  the 
Etruscans  dominated  the  west  coast  of  Italy  above  the  Tiber  River,  the  Latins 
dominated  the  central  portion  of  the  west  coast,  and  other  Italian  tribes  elsewhere. 
The  culture  of  the  Latins,  presumably  much  like  that  of  other  agricultual  folk 
societies,  came  to  focus  upon  the  city  of  Rome,  whose  legendary  founding  is  usually 
put  at  753  B.C.  Between  the  eighth  and  sixth  centuries  B.C.  the  rural  Latin  tribal  life 
was  transformed  by  kings  and  aristocratic  families  into  political  institutions  similar  to 
those  of  the  early  Greek  city-states.  The  rural  aristocracy,  however,  was  deeply 
attached  to  the  land  and  thus  much  different  from  the  warrior  aristocrats  of  the  Greek 
heroic  age.  The  virtues  of  hard  work,  loyalty  to  the  community,  and  piety  were  to  be 
honored  more  than  the  noble  deed  or  individual  competition  of  arms  or  sports. 

From  Virtus  to  Paideia  Before  500  B.C.,  Roman  education,  like  that  of  all  peasant 
folk  societies,  was  directed  by  the  family  and  guided  by  the  aim  to  induct  the  children 
into  the  customs  of  the  group  in  order  to  preserve  its  folkways.  The  Romans  summed 
it  up  as  virtus.  Ideals  of  high  moral  character,  integrity,  courage,  and  prudence  were 
inculcated  as  the  children  imitated  their  parents  going  about  the  ordinary  business  of 
living.  The  general  aim  of  family  education  was  to  instill  in  the  boy  reverence  for  the 
gods,  piety  towards  his  parents,  respect  for  the  laws,  and  the  skills  of  war  and 
peacetime  occupation. 

The  legendary  founding  of  the  Roman  Republic  is  usuaUy  given  as  509  B.C.,  the 
time  when  the  Romans  threw  off  the  rule  of  the  Etruscans  and  at  the  same  time  did 
away  with  their  kings.  The  aristocratic  patricians  continued  to  be  the  dominant 
pohtical  power  in  Rome  during  the  fifth  and  fourth  centuries  B.C.,  expressing  their 
power  throu^r  the  Senate.  The  rural  attachment  of  the  aristocratic  class  possibly 
delayed  for  a  long  time  the  urbanizing  and  Hellenizing  trends  which  the  Etruscans  had 
earlier  and  more  quickly  adopted.  Despite  their  contact  with  the  Greek  colonial  cities 
in  Italy  during  the  fifth  and  fourth  centuries  B.C.,  the  Romans  were  more  deeply 
affected  by  the  Greek  culture  of  the  later  Hellenistic  dispersion  than  the  contemporary 
florescence  on  the  Greek  mainland. 

It  is  possible  that  formal  schools  may  have  existed  in  Rome  as  early  as  500  B.C., 
'Dut  if  so,  they  did  not  play  a  very  large  part  in  comparison  with  the  family  type  of 
education  provided  by  the  well-to-do.  The  elementary  school  in  Rome,  known  as  the 
ludus  (originally  meaning  “an  activity  that  has  no  practical  end  ),  was  presided  over 
by  the  ludi  nwgister,  or  iitterator,  who  was  the  Latin  equivalent  of  the  grammatist  in 
the  Greek  schools  of  the  East. 

Children  from  the  ages  of  seven  to  eleven  or  twelve,  often  girls  as  well  as  boys, 
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were  taught  to  read  and  write  Latin  and  to  count  on  their  fingers,  with  pebbles,  or 
with  an  abacus.  In  comparison  with  Greek  schools  of  the  time,  instruction  in  music 
and  gymnastics  seems  to  have  been  lacking  in  Roman  schools.  These  schools  were 
private  and  voluntary,  with  little  supervision  by  the  state.  The  pedagogue  who  took 
the  boys  to  school  and  acted  as  guardian  was  prominent  in  Roman  education  as  well  as 
in  Greek.  He  sometimes  even  acted  as  tutor  or  teacher,  for  in  an  upper-class  household 
he  was  often  a  Greek  slave  who  was  quite  equal  to  such  a  role.  Inasmuch  as  elementary 
education  was  a  private  affair,  it  is  clear  that  Roman  education  was  designed  princi¬ 
pally  for  the  upper  classes  who  could  afford  to  buy  their  children  an  education. 

Marrou  beUeves  that  the  earliest  Roman  elementary  schools  date  as  far  back  as 
the  seventh  or  sixth  century  B.C.  to  the  Etruscan  period  of  Rome  antedating  the 
Republic.  Tire  Etruscans  had  a  written  language  related  to  Greek  and  thus  presumably 
had  literary  schools  to  teach  the  language  as  early  as  600  B.C.  Since  the  Latins  took 
their  alphabet  from  the  Etruscans,  they  may  have  adopted  their  primary  school 
education  too.* 

By  the  fifth  century  B.C.  class  distinctions  in  Rome  were  fairly  well  established. 

At  the  top  were  the  patricians  who  were  principally  the  large  landowners,  traders,  and 
stock  raisers.  Then  came  the  plebs,  or  plebeian  classes,  composed  of  the  free  persons 
who  owned  their  own  small  plots  of  land.  Finally,  there  were  the  slaves,  who  had  no 
political  or  economic  rights.  The  most  significant  development  in  the  fourth  century 
B.C.  was  the  growth  of  the  free  plebs  made  up  of  new  urbanites-shopkeepers, 
tradesmen,  and  skilled  workers.  Guilds,  or  associations  of  workmen  (collegia),  were 
formed  to  establish  standards  of  workmanship  and  to  give  certain  privileges  to  the 
guild  members.  The  political  power  of  the  plebs,  channeled  through  the  popular 
Assembly  and  the  citizen  amiy,  grew  at  the  expense  of  the  Senate. 

The  boy  of  a  patrician  family  during  the  republic  was  taught  to  ride,  box,  swim, 
and  use  the  spear.  Girls  were  taught  by  their  mothers  the  details  ol  managing  a  home 
and  were  trained  in  the  conduct  becoming  to  a  Roman  woman  who  held  a  relatively 
high  position  in  Roman  homes  and  society.  At  the  age  of  sixteen  or  eighteen  the 
Roman  youth  put  on  the  dress  of  a  citizen  aird  accompanied  his  lather  to  the  Forum 
and  to  the  public  religious  ceremonies.  He  thus  learned  the  ideals  and  duties  of  a 
citizen,  set  forth  not  as  theoretical  abstractions  but  as  matters  of  everyday  practice 
and  action.  This  type  of  education  applied  only  to  the  upper-class  families  associated 
with  the  senatorial  class.  Children  of  the  plebs  and  slaves  received  only  enougi 
instmction  to  enable  them  to  fulfill  whatever  economic,  religious,  and  military  duties 
might  be  required  of  them.  The  failure  to  provide  widespread  educational  opportunity 
for  the  plebeian  during  the  heyday  of  Rome’s  economic  and  political  power  may  have 
been  one  of  the  most  costly  mistakes  the  Romans  ever  made. 

The  consequences  began  to  show  up  during  the  second  century  B.C.  when  the 
class  of  free  plebs  declined  rapidly  from  casualties  of  the  Punic  and  eastern  wars. 
Returning  veterans  could  not  keep  their  lands  in  cultivation.  As  they  fell  into  debt  or 
lost  their  lands,  they  stayed  on  as  tenants  or  hired  hands.  Or  they  migrated  to  the 
cities,  swelling  the  urban  classes  of  unemployed,  alienated,  and  uneducated  plebeians. 


®Ibid.,  pp.  333-334. 
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This  meant  that  the  chances  for  lasting  political  democracy  were  reduced  and  the 
prospects  of  the  Republic  dimmed. 

The  weaknesses  at  home,  however,  were  overshadowed  as  the  military  power  of 
Rome  was  rapidly  being  extended  abroad.  By  275  B.C.  Rome  had  united  all  Italy 
under  its  control.  Then,  by  200  B.C.  the  Punic  Wars  with  Carthage  gave  Rome  control 
of  Sicily  Corsica,  Sardinia,  and  Spain.  Turning  their  attention  to  the  East,  the  Roman 
legions  warred  against  the  HeUenistic  kingdoms  until  Macedonia,  Greece,  Asia  Minor, 
the  Levant,  Egypt,  and  the  entire  Mediterranean  world  came  under  their  sway  by  30 
BC  Until  the  middle  of  the  second  century  B.C.  Rome  had  been  on  the  fringes  of 
world  affairs  and  international  relations.  From  then  on,  Rome  dominated  the  Western 

world  for  several  centuries.  _  _ 

At  home,  the  second  and  first  centuries  B.C.  saw  a  long-continumg  struggle 
between  factions  which  professed  to  represent  the  common  people  and  those  which 
represented  the  Senate.  On  the  whole,  the  Senate  emerged  victorious  over  the  As¬ 
sembly  in  the  series  of  civil  wars  that  lasted  intermittently  for  a  century,  until  such 
time  as  Octavian  emerged  victorious  over  both.  When  he  became  Emperor  Augustus  in 
27  B.C.  much  of  the  Middle  East  and  most  of  Europe  came  under  his  rule.  The  ideal  of 
a  city-state  republic  had  given  way  to  the  grandeur  of  Afro-Eurasian  Empire. 

As  Rome  pushed  ever  outward  during  the  third,  second,  and  first  centuries  B.C., 
Roman  inteUectual  life  received  tremendous  stimulus  from  the  introduction  of  Hel¬ 
lenistic  thought,  literature,  phhosophy,  science,  and  reUgion.  Beginning  as  a  result  of 
the  very  practical  need  to  meet  Greek  traders  on  even  terms,  the  desire  to  learn  the 
Greek  language  grew  apace,  until  at  length  Greek  scholars  and  teachers  began  to  pour 
into  Rome.  Of  course,  there  was  opposition  to  the  Greek  influence  by  such  men  as 
Cato  the  Elder,  who  saw  nothing  but  evil  for  sturdy  Rome  in  effete  Greek  culture;  but 
even  he  capitulated  finally.  In  general,  most  Roman  inteOectuals  of  the  later  Republic 

and  early  Empire  were  nourished  on  Greek  thought. 

In  the  first  century  B.C.  a  distinctive  Latin  hterature  expressing  the  national 
spirit  of  Rome  ushered  in  what  is  usually  called  the  golden  age  of  Latin  thought.  In  the 
days  of  Cicero,  Lucretius,  Catullus,  Vergil,  Horace,  and  Ovid,  Latin  literature  for  t  e 
first  time  rivaled  in  style  and  form  the  classical  hterature  of  Greece,  and  the  purely 
imitative  phase  of  Latin  literature  had  passed.  With  regard  to  intellectual  patterns, 
however,  most  of  Latin  thouglit  was  fundamentally  Greek  in  origin  and  content 

In  fact  R  R  Bolgar  makes  the  point  that  Latin  hterature  basically  looked  to  the 

past  and  never  dealt  with  the  reahty  of  the  times  in  which  it  was  written,  “^us, 
Roman  hterature  started  at  the  point  which  Greek  hterature  reached  only  with  e 
Hellenistic  Age.  Traditional  in  spirit  and  imitative  in  technique,  it  was  never  a  direct 
expression  of  contemporary  experience.  Its  language  was  from  the^  first  an  artistic 
confection  ordered  by  scholarship  and  remote  from  ordinary  speec  .  ^ 

Roman  elementary  schools,  making  paramount  the  aim  of  literacy  in  Latin,  paM 
httle  attention  to  the  florescent  Greek  ideal  of  a  weh-rounded  mdividual,  versed  m 
music  and  physically  weU  developed.  Roman  elementary  schooling  simply  stressed  the 

®R.  R.  Bolgar,  The  Classical  Heritage  and  Its  Beneficiaries  from  the  Carolingian  Age  to  the  End  of 
the  Renaissance,  Harper  Torchbooks,  New  York,  1964,  p.  22. 
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ability  to  read  and  to  write  and  to  count.  Just  why  the  Roman  accent  should  have  been 
put  upon  the  three  R’s  to  the  exclusion  of  music  and  gymnastics  is  not  clear,  but  some 
reasons  may  be  advanced.  The  fact  that  the  Latin  language  was  just  taking  literary 
form  during  the  early  Republican  period  made  it  natural  that  the  new  language  should 
be  stressed  in  the  elementary  schools  for  patriotic  reasons.  Another  factor  may  be  that 
when  Rome  did  develop  a  full-fledged  interest  in  Greek  education  in  the  third  and 
second  centuries  B.C.,  the  Hellenistic  schools  of  Greece  and  of  the  Middle  East  had 
already  begun  to  drop  their  attention  to  music  and  gymnastics  and  to  stress  the  purely 
literary  even  at  the  lowest  levels  of  education.  It  has  further  been  claimed  that  the 
hard-working  Romans  were  cold  to  the  values  of  music  and  physical  development  in 
much  the  same  way  tliat  American  pioneers  found  little  time  for  such  accomplish¬ 
ments  when  a  wilderness  continent  was  to  be  won  by  much  hard  physical  labor.  The 
moralistic  rural  Roman  parents  could  not  indulge  athletic  sports  in  the  nude  in  the 
Greek  manner. 

In  any  case,  the  lot  of  the  elementary  pupil  in  Roman  schools  was  apparently 
much  like  that  in  Hellenistic  elementary  schools.  Most  of  the  extant  references  attest 
to  strenuous  discipline  and  corporal  punishment  as  integral  parts  of  the  learning 
process.  Learning  to  read  was  a  matter  of  memorizing  the  letters  of  the  Latin  alphabet, 
constructing  syllables,  learning  the  meanings  of  individual  words,  and  studying  sen¬ 
tence  structure.  Writing  was  a  matter  of  copying  down  the  dictated  statements  of  the 
teacher  into  copybooks  or  on  wax  tablets.  Counting,  whether  on  fingers,  on  the 
abacus,  or  with  bags  of  pebbles,  was  an  important  part  of  the  three  R’s;  arithmetic  was 
probably  emphasized  because  of  the  necessity  of  keeping  business  and  houshold 
accounts  in  the  growing  complexities  of  a  commercial  and  mercantile  society.  Memo¬ 
rizing,  drill,  and  discipline  seem  to  have  been  the  major  features  of  the  Roman 

educational  methods.  _  .  .  t,  l-  ^ 

When  the  secondary  school  was  first  developed  in  Rome  sometime  in  the  tnirci 

century  B.C.,  it  was  imported  from  Hellenistic  Greece  and  was  thoroughly  Greek  in 
character.  Taking  as  its  model  the  paideia  of  the  times,  it  was  basically  a  grammer 
school,  taught,  as  in  Greece,  by  a  teacher  known  as  a  grammaticus.  The  earliest  Greek 
teacher  was  Livius  Adronicus,  brought  as  a  slave  to  Rome  after  Tarentum  had  been 
conquered  in  272  B.C.  Many  other  Greeks  poured  into  Rome  in  the  following  two 
centuries  to  act  as  teachers.  They  were  an  integral  part  of  the  general  Hellenizing  of 
the  West  brought  about  by  Roman  economic,  political,  and  cultural  contact  with 
Greece.  In  the  school  of  ih&  grammaticus,  boys  from  the  age  of  eleven  or  twelve  to 
fifteen  or  sixteen  were  taught  Greek  grammar  and  literature,  again  with  little  or  no 
attention  to  music  or  gymnastics,  for  Rome  was  copying  the  intellectualistic  pattern  of 
education  that  characterized  the  Hellenistic  East.  The  grammaticus  either  conducted  a 
private  school  or  he  acted  as  family  tutor  supported  by  fees  or  by  a  patron;  for  the 
most  part  during  Repubhcan  times  he  was  not  controlled  or  supervised  by  the  state. 

Responding,  however,  to  the  growing  desire  to  make  Latin  the  national  language 
of  Republican  Rome,  a  second  type  of  secondary  school  also  appeared  in  the  third 
century  B.C.,  this  time  a  grammar  school  for  teaching  Latin.  In  fact,  Marrou  points  out 
that  the  very  creation  of  Latin  poetry  was  caused  by  the  demand  to  have  something 
for  a  Latin  secondary  school  to  teach  that  would  be  of  comparable  standard  to  the 
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Greek  poets  taught  in  the  Greek  secondary  schools.  “Latin  poetry  came  mto  existence 
so  that  teachers  should  have  something  to  argue  about,  probably  as  a  result  of  national 
pride,  for  Rome  would  not  have  gone  on  being  satisfied  for  long  with  an  education 
that  was  given  solely  in  Greek.”’®  Livius  Andronicus  translated  the  Odyssey  into 
Latin  and  composed  poetic  works  in  Latin  at  the  request  of  the  Roman  Senate  to  help 
develop  patriotism  during  the  Second  Punic  War.  Shortly  thereafter  Ennius  was 
creating  instant  classics  to  be  studied  in  the  schools,  an  interesting  footnote  on  how 
the  schools  shape  a  culture. 

By  the  end  of  the  Republican  period  the  growth  of  a  genuinely  creative  Latin 
literature  made  it  possible  for  the  Latin  grammar  school  to  hold  up  its  head  alongside 
the  Greek  grammar  school.  For  many  generations  Rome  had  both  kinds  of  grammar 
schools,  one  taught  in  Greek  and  one  in  Latin,  the  favored  boy  perhaps  attending  both 
in  order  to  achieve  the  best  all-around  education.  These  schools  became  the  means  by 
which  the  patrician  boy  was  prepared  for  a  life  of  activity  suitable  to  his  class  in 
Republican  Rome.  They  were  the  roads  to  attainment  and  preferment  in  the  realm  of 

public  office,  whether  in  the  Senate  or  in  the  army. 

An  interesting  sidelight  on  the  formative  period  of  Roman  education  is  the  fact 
that  the  first  secondary  schools  in  Rome  were  foreign-language  schools.  The  native 
Latin  had  a  long  struggle  before  it  could  pretend  to  provide  as  valuable  an  educational 
experience  for  Latin  youth  as  was  claimed  for  Greek.  Then  later  the  tables  were 
turned.  From  imperial  Roman  times  to  the  present  nearly  every  European  people  has 
gone  through  the  experience  in  which  their  vernacular  had  to  struggle  against  Latin  for 
pride  of  place  in  secondary  education.  And  the  idea  spread  around  the  world:  the  first 
secondary  schools  among  English-speaking  peoples  in  the  American  colonies  were 
Latin  grammar  schools.  The  belief  that  someone  else’s  language  is  better  than  one’s 
own  for  educative  purposes  has  had  a  long  tradition.  It  is  especially  characteristic  of  a 
formative  period  of  education.  Once  a  people  arrives  at  the  florescent  stage,  they  feel 
at  home  with  their  own  language;  in  fact  they  begin  to  feel  that  they  should 
disseminate  it  to  others. 

In  its  best  days,  the  school  of  the  gramma ticus  in  Rome  was  a  liberating  and 
effective  instrument  of  education,  conceiving  of  grammar  so  broadly  that  it  included 
study  of  the  great  literature  of  Greece  and  Rome.  Eventually,  the  educated  Roman 
knew  his  Vergil  as  weU  as  the  educated  Greek  knew  his  Homer.  Under  farseeing 
teachers  the  study  of  literature  could  include  much  of  what  we  today  would  call 
history,  ethics,  and  the  social  studies  as  well  as  poetry,  grammar,  composition,  and 
literary  criticism.  More  often,  however,  it  became  a  routine  study  of  words,  phonetics, 
conjugations  and  declensions,  paraphrasing,  memorizing,  repetition,  dictation  of  sen¬ 
tences,  and  explanation  of  allusions. 

For  the  very  best  education  during  Republican  times  it  was  considemd  desirable 
for  an  upper-class  Roman  youth  of  age  sixteen  or  so  to  supplement  his  secondary 
grammar  schooling  with  three  or  four  years  of  study  at  the  rhetorical  or  philosophical 
schools  in  Athens  or  at  other  Hellenistic  centers  of  the  East.  Especially  did  the 
Romans  appreciate  the  values  of  training  in  Greek  rhetoric.  Greek  was  useful  as  the 

^^Marrou,  op.  cit.,  p.  336. 
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international  language  of  diplomacy,  and  rhetoric  was  useful  to  the  politician  at  home 
in  the  Senate  or  Assembly  and  to  the  army  officer  in  liaranguing  his  men.  Most 
Romans  found  far  less  value  in  the  Greek  philosophical  schools,  no  counterparts  of 
which  were  ever  founded  in  Rome  that  could  rival  the  Athenian  schools  of  philosophy. 

The  earliest  Latin  orators  who  Irad  a  rhetorical  education  in  Greek  apparently 
arrived  on  the  scene  in  Rome  in  the  latter  part  of  the  third  century  B.C.  Ennius  came 
to  Rome  from  Sardinia  in  204  B.C.  It  is  not  wholly  clear  when  Greek  language 
rhetorical  schools  were  first  established  in  Rome,  but  it  is  clear  that  Senate  decrees  in 
the  middle  of  the  second  century  B.C.  were  intended  to  expel  Greek  philosophers  and 
rhetoricians  as  inimical  to  Roman  traditions  of  morality.  Crates  had  come  to  Rome 
from  Pergamum  in  168  B.C.,  and  three  noted  Greek  philosophers  came  as  ambassadors 
from  Athens  in  155  B.C.  Cato  could  rage  about  these  invasions,  but  his  efforts  to 
prevent  the  inroads  of  Hellenism  were  a  losing  battle  as  the  admiration  for  Greek 
culture  grew  to  enormous  proportions  in  the  second  and  first  centuries  B.C.  In  fact 
the  victory  of  Greek  culture  among  Roman  aristocrats  was  so  complete  that  when  a 
rhetorical  school  in  Latin  was  opened  in  93  B.C.  by  Plotius  Gallus,  a  partisan  of  the 
populist  leader  Marius,  it  was  soon  closed  by  the  patricians  on  the  grounds  that  it  was 
too  progressive  in  its  efforts  to  deal  with  the  controversial  social  issues  of  the  day. 
Besides,  the  longer,  more  demanding,  and  more  expensive  course  of  Greek  oratorical 
training  would  make  it  more  difficult  for  other  upstart  plebeians  to  acquire  and  thus 
grow  powerful  in  the  fomm  or  in  the  army. 

Nevertheless,  Latin  rhetorical  schools  came  on  strong  from  the  time  of  Cicero 
and  the  beginning  of  tire  Empire,  soon  rivaling  the  rhetoric  taught  in  Greek.  In  fact, 
rhetoric  dominated  Roman  higher  education  to  the  extent  that  neither  Greek  philoso¬ 
phy  nor  Greek  science  was  ever  pursued  wholeheartedly  by  Romans  at  home.  They 
did,  however,  avidly  adopt  Greek  medicine  and  even  continued  to  teach  it  in  Greek 
until  the  fourth  or  fifth  century  A.D.,  long  after  rhetoric  and  the  other  liberal  arts  had 
become  wholly  Latinized. 

Florescence  Under  the  Early  Empire 
(First  Century  A.D.-Second  Century  A.D.) 

During  the  first  and  second  centuries  A.D.  the  Roman  Empire  was  at  its  peak. 
Commerce  and  trade  prospered  under  relatively  peaceful  conditions,  and  the  magnifi¬ 
cent  systems  of  roads  vied  with  the  seas  as  arteries  of  trade.  Urban  life  became 
common,  as  cities  founded  throughout  the  empire  developed  in  imitation  of  the  glory 
of  Rome  itself.  The  provincial  cities  came  to  have  a  large  measure  of  local  autonomy 
and  legal  rights  under  the  authority  of  the  central  government  at  Rome,  wliich  kept 
control  of  the  armies,  finances  and  taxes  through  central  agents  and  secret  police.  The 
immediate  successors  of  Augustus  ruled  merely  because  they  were  related  to  Augustus, 
but  every  now  and  tlien  strong  and  capable  emperors  ruled  with  a  sense  of  their 
obligation  to  the  people.  Such  were  Vespasian,  Trajan,  Hadrian,  Antoninus  Pius,  and 
Marcus  Aurelius.  It  is  probably  no  accident  that  these  were  the  emperors  who  were 
most  interested  in  fostering  education  in  various  ways. 

During  the  early  Empire  the  basic  pattern  of  schools  did  not  change  radically 
from  that  of  the  Republic.  The  major  characteristic  throughout  the  period  was  the 
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nrp<;ence  of  a  bilingual  system  of  education  which  was  intended  to  insure  that  a 
^  educated  Roman  knew  both  Greek  and  Latin  weU.  The  outstanding  institutional 
rleC'nts  we, Tin  matters  of  emphasis  and  support.  The  chief  theoretical  coritribu- 
tions  were  in  the  form  of  systematic  statements  of  educational  policy,  principally  by 
Cicero  and  Quintilian,  which  were  to  influence  succeeding  centuries  even  more  than 
their  own  day.  They  became  the  main  channels  whereby  the  rhetorical  education  of 
florescent  Greece  and  the  literary  tradition  of  Hellenistic  Greece  flowed  mto  western 

^""'"^Througlrout  the  Empire  the  school  of  the  litterator  remained  the  common 
elementary  school,  designed  principally  to  teach  reading  m  Latin.  Obviously  the 
niialitv  of  the  teaching  varied  enormously  from  teacher  to  teacher  and  front  p 
plat  but  the  long-term  failure  of  Rome  to  provide  effective  and  widespread  elemem 
tarv  education  must  have  been  a  contributing  cause  of  the  decline  of  the  Empire, 
describing  the  primary  schools  of  the  first  and  second  centuries  A.D.,  Carcopino  has 
to  ^oomy  judgment  to  make,  sounding  startlingly  like  twentieth  century  cntics  of 

American  schools: 

On  the  whole  we  are  compelled  to  admit  that  at  the  most  glorious 
of  the  empirthe  schools  entirely  failed  to  fulfill  the  duties  which  we  expec  o 
our  Schools  today.  They  undermined  instead  of  strengthened  the  childrens 
morals-  they  mishandled  the  children’s  bodies  instead  of  developing  them,  and  if 
Th  ;tcSed  i«  fur„i,hi„g  .heir  mrnd.  wf.b  .  cert.m  an..™.  ; 

they  were  not  calculated  to  perform  any  loftier  or  nobler  task.  The 
PhLl  with  the  heavy  luggage  of  a  few  practical  and  commonplace  notions 
S  »  val».  .ba,  in  tir.  fonrrh  -"T 

could  not  take  for  granted  that  new  recruits  for  the  army  would  be  ht  ^ 
enoueh  to  keep  the  books  of  their  corps.  Instead  of  happy  memories,  serious  and 
fmhful  ideas  an7sL  of  intellectual  curiosity  vital  to  later  hfe,  school  children 
carried  away’  the  gloomy  recollection  of  years  wasted  m  senseless,  stuinbling 
“p"Sio"  punctnfred  by  sa.age  punishments.  Popular  education  then  t„  Rome 

was  a  failure.  .  .  . 

The  schools  of  the  Greek  and  the  Latin  grammaticus  continued  to  be  the 
principal  secondary  schools  under  the  early  empire.  Eyentually,  the  separate  Gree 
pTmL  school  .LaUy  disappeared  from  the  Wes,  ““f 

the  “Roman  .rammarians  never  ceased  to  subordinate  the  study  of  Latm  literature  to 
ha,  of  Seek  aera,u,e..much  In  the  same  way  as  under  the  anclen  re^e  m  Franoe 
“Judy  S  tench  was  always  subsidiary  to  Utin.-  Since  the  Latut  gr^ar 
school  had  neve,  been  widely  established  in  “i'  “ 

Empire  increasingly  was  divided  into  the  Latin-speakmg  West  and  the  Greek-speaking 
Sfftortelfd  eennrry  on.  Political  unit,  of  the  Empire  did  no,  longsumve 

linguistic  divisiveness. 

"Jerome  Carcopino,  Daily  Life  in  Ancient  Rome; 

Empire,  Henry  T.  Rowell  (ed.),  Yale  University  Press,  New  Haven,  1940,  pp.  lUb 
"lbid.,p.  111. 
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The  best  grammar  schools  in  the  early  Empire  of  the  West  included  in  their 
curriculum  the  whole  round  of  liberal  arts  imported  from  Greece.  But  as  time  passed 
they  dropped  this  wide  range  of  studies  and  narrowed  down  to  a  preparatory  course 
for  later  study  of  rhetoric.  Indeed,  in  the  hands  of  competent  teachers  the  opportunity 
to  compare  Latin  and  Greek  could  have  had  great  value  in  teaching  and  learning 
grammar.  Some  historians  believe  that  after  Cicero  the  knowledge  of  Greek  began  to 
fall  away  in  both  quantity  and  quality.  As  the  essence  of  Greek  culture  began  to  be 
available  in  accomplished  Latin  poetry  and  prose,  typified  by  Cicero  himself  and  by 
Vergil,  why  study  the  Greek  too?  But  Carcopino  argues  that  the  grammar  schools 
“remained  bilingual  till  the  end  of  the  empire.”'^  Whatever  may  be  the  truth  here,  it 
is  generally  agreed  that  the  secondary  schools  came  to  be  constricted  to  technical 
grammar  and  were  content  to  repeat  the  rules  of  the  professional  grammarians,  to 
emphasize  quotations  and  selections  from  the  great  authors  instead  of  the  literary 
works  themselves,  and  to  hand  down  allegorical  and  inteUectualized  digests  of  the 
liberal  arts. 

The  most  important  of  the  higher  schools  in  Imperial  Rome  were  the  rhetorical 
schools  established  for  the  wellborn  Roman  youth  who  was  destined  for  a  career  in 
politics  and  pubUc  service.  Interestingly  enough,  the  rhetorical  schools  emphasizing 
Latin  were  not  very  common  until  after  the  Republic  had  died  and  the  real  profes¬ 
sional  outlet  for  the  schools  had  largely  vanished.  Few  were  actually  patterned  on  the 
ideals  of  Cicero  as  promulgated  by  Quintilian  in  the  first  century  A.D.  In  their  view 
the  rhetorical  school  should  be  the  culmination  of  training  for  the  all-around  develop¬ 
ment  of  the  public  orator  or  statesman.  But  by  the  time  the  rhetorical  schools  were 
well  established  the  opportunity  for  guiding  the  destinies  of  the  state  through  public 
oratory  had  practically  disappeared  with  the  passing  of  the  Republic;  their  usefulness 
had  virtually  been  outlived  before  they  began  to  function. 

In  the  hands  of  Quintilian  the  rhetorical  school  offered  much  more  than  simply 
the  study  and  practice  of  rhetoric.  He  designed  its  course  of  study  to  include  all  the 
major  fields  of  knowledge  as  a  means  of  developing  a  person  of  broad  understanding 
and  good  practical  judgment.  As  Donald  Clark  puts  it,  '‘‘training  in  rhetoric  can  and 
does  contribute  to  civilizing  young  men.”‘^  Under  lackluster  rhetoricians,  unfortu¬ 
nately  the  majority  who  did  not  listen  to  Isocrates  or  Cicero  or  Quintilian,  the  study 
of  rhetoric  became  an  end  in  itself,  living  in  the  dead  past  and  out  of  touch  with 
contemporary  currents  of  life.  The  study  of  oratory,  when  there  was  no  longer  an 
outlet  for  it  in  practical  life,  turned  its  attention  from  subject  matter  to  correct  and 
elegant  expression.  Still  more  often  the  schools  patterned  their  procedures  after  the 
textbook  themes,  the  effects  of  which  were  far  from  elegant,  as  described  by  Bolgar. 

Their  schematic  analyses  of  style  and  their  interminable  lists  of  figures  of 
speech  and  forms  of  argument,  considered  without  any  reference  to  their 


^^Ibid.,p.  109. 

Donald  Lemen  Clark  Rhetoric  in  Greco-Roman  Education,  Columbia  University  Press,  New 
York,  1957,  p.  264. 
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context  were  typical  products  of  the  first  century  B.C.  and  renected  the  andity 
and  purely  technical  preoccupations  which  characterised  the  rhetorical  schools 

of  the  period.'® 

In  addition  to  the  rhetorical  schools,  several  other  types  of  institutions  provided 
oDDortunity  for  advanced  education  in  Rome.  The  Athenaeum  and  various  technica 
institutes  and  libraries  became  centers  of  medicine,  architecture,  engineering,  and  law^ 
n  he  East  the  Athenian  schools  of  philosophy  maintained  themselves  over  the 
entu  ies  but  they  were  never  imported  to  Rome.  A  certain  proportion  of  Roman 
Tnuth  continued  to  attend  the  Athenian  schools  of  philosophy  and  rhetoric  as  well  as 
Ihe  i^  at  Alexandria,  Pergamum,  Antioch,  and  Rhodes  where 

scholars  and  students  could  gather  to  explore  a  wide  range  of  studies,  "alluding  , 
medicine,  architecture,  engineering,  mathematics,  language,  literature,  and  relyon 
these  institutions,  however,  the  creative  character  of  education  was  diminishing  in 

u/fivQ  tliat  have  already  been  described.  _ 

^  The  most  important  administrative  change  in  imperial  schools  was  the  increasing 
oatronaoe  and  support  given  to  teachers  by  several  of  the  emperors  and  by  some 
Lniciph  authorities.  In  tliis  way,  the  civil  government  came  to  play  a  I" 

the  organization  of  Roman  schools.  Imperial  patronage  was  more  or  less  hapha  , 
depending  upon  the  personal  interests  of  individual  emperors  in  promoting  learnin 
nnon  tl^h  deL  to  ^ain  support  from  certain  sections  of  the  population.  Even  before 
imperial  days,  Julius”  Caesar  had  given  the  rights  of  citizenship  to  certain  foreign 
;racS:s  ani  physicians  who  had  come  to  Rome.  Augustus  also  gave  su^  favors  w  en 
he  allowed  foreign  teachers  and  physicians  to  remain  in  Rome  when 
foreic^ners  were  being  banished  because  of  widespread  famine.  u i  r-u 

first  century  A.D.,  the  Emperor  Vespusian  established  eons.der.ble  hbrajy 
facilities  in  Rome  and  endowed  chairs  of  rhetoric  in  Greek  and  Latin,  paying  the 
“oridans-  salaries  our  of  tbe  public  treasury.  He 
from  certain  civic  obligations  to  grammarians,  rhetoricians,  p  ’ 

phers  removing  the  burdens  of  taxes,  service  in  the  army,  and  the  obligation  to 
quarter  soldiers  How  effective  or  how  widespread  were  these  attempts  to  broaden  the 
base  of  educational  opportunity  is  not  known,  but  the  surface  could  only  have  been 
ilder  ,be  bed  of  condlriorrs.  Nevertheless,  ,be  eagerhess 
to  have  been  very  widespread  in  this  period,  and  thousands  of  schools  in  the  East  and 

the  West  taueht  children  to  read  Greek  or  Latin  or  both. 

rthe  icond  century  A.D.  even  grea.er  advances  were  made  rn  e«end.hg 
schools  at  all  levels  throughout  the  Empire.  Most  of  this  activity  was  under  aken  by 
the  cities  and  municipal  authorities,  especially  in  the  East  with  0““  ^ 

stimulation  by  the  emperors  when  financial  of  the 

however,  were  largely  confined  to  the  urban  centers  and  restricted  to  children  of  tl 

"^^''rntlinus' Pms  laid  upon  the  cities  the  obligation  of  paying  the  salaries  of 


^^Bolgar,  op.  cit.,  p.  37. 
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teachers  and  of  giving  them  exemptions;  tliis  had  the  effect  of  stimulating  the  already 
established  custom  of  municipal  support  of  education.  Capital  cities  had  to  support  up 
to  ten  physicians,  five  rhetoricians,  and  five  grammarians;  small  cities,  five  physicians, 
three  rhetoricians,  and  three  grammarians;  and  others  in  proportion  to  their  size.  In 
general,  the  cities  were  to  pay  these  salaries  at  public  expense,  and  if  the  cities  could 
not  do  so,  the  emperor  to  pay  the  salaries  from  the  imperial  treasury.  In  the  fifth 
century  A.D.  Theodosius  II  authorized  a  state  university  in  Constantinople  consisting 
of  public  professors  of  grammar,  rhetoric,  philosophy,  aid  law.  The  allocation  was  as 
follows:  twenty  grammarians  (ten  in  Greek  and  ten  in  Latin),  eight  rhetors  (five  in 
Greek  and  three  in  Latin),  two  in  law,  and  one  in  philosophy.  This  institution  was 
perhaps  the  high  point  of  interest  in  and  support  of  higlier  education  by  Roman 
emperors. 

Just  as  Roman  civilization  came  to  be  largely  aristocratic  in  character,  so  was 
Roman  education  confined  in  large  measure  to  the  privileged  and  wealthy  classes.  In 
the  days  of  the  Republic  when  the  basis  of  economic  and  political  life  was  fairly 
broad,  an  elementary  education  in  schools  was  a  common  expectation  for  large 
numbers  of  people;  but  as  the  economic  and  political  life  became  more  restricted  in 
the  Empire,  education  was  virtually  limited  to  the  aristocratic  senatorial  and  knightly 
classes.  Even  though  some  remarkable  advances  were  made  in  respect  to  the  public 
support  of  teachers  and  a  few  gestures  were  made  toward  scholarships  for  the  poor, 
there  was  little  chance  that  the  children  of  the  lower  classes  could  take  advantage  of 
such  schooling.  In  general,  the  opportunity  to  rise  from  the  lower  classes  was  a  fairly 
small  one  and  became  smaller  and  smaller  as  serfdom  and  despotism  increased  after  the 
third  century  A.D. 

From  Paideia  to  Humanitas  During  the  waning  days  of  the  Republic  the  chief 
formulation  of  the  role  of  education  in  human  affairs  was  made  by  Cicero,  who 
represents  the  culmination  of  Roman  accomplishments  in  assimilating  the  culture  and 
educational  theory  of  florescent  Hellenism.  Following  the  lead  ot  Isocrates,  Cicero 
centered  his  interest  on  the  orator  as  the  higlrest  type  of  public  figure,  maintaining 
that  the  good  orator  must  have  a  broad  general  education  in  the  whole  range  of  liberal 
arts  in  order  to  make  sound  decisions  and  to  guide  others  in  arriving  at  wise  practical 
judgements.  Knowledge  was  not  to  be  sought  simply  for  its  own  sake  but  as  a  practical 
guide  to  action  in  public  and  private  life.  The  more  humane  letters  were  viewed  not  as 
a  frosting  of  culture  but  as  a  means  of  putting  intelligence  to  work  at  the  job  of  solving 
the  problems  of  this  world.  In  his  book  entitled  De  Oratore  Cicero  outlined  his 
conception  of  the  art  of  rhetoric,  indicating  the  kind  of  education  he  felt  appropriate 
for  the  development  of  the  public  leader.  Anything  short  of  a  broad  liberal  education 
in  the  studies  proper  to  man  {humanitas)  would  leave  the  orator  narrow,  mean,  and 
warped  in  his  judgments. 

A  word  may  be  useful  here  in  sorting  out  the  terms  that  helped  to  define  the 
attitudes  of  Romans  toward  education  as  they  assimilated  Hellenistic  ideas.  We  have 
seen  how  paideia  came  to  be  used  by  the  Greeks  to  mean  the  cultivation  of  all  the 
individual’s  powers  to  their  highest  perfection  through  literature.  By  Hellenistic  times 
this  had  come  to  center  upon  the  intellectual  powers  above  all  else.  Although  Latin 
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■t.r.  often  used  the  term  humanitas  as  virtually  equivalent  to  paideia  Cicero  gave  it  a 
wnte  s  often  us  d  me  ^  that 

™t»rbT,onr.i  rpurely  Intellectual  fc.elopnten.  of  indleitluala  «,»«<» 
went  well  beyonu  P  v  instruction  for  which  Romans  used  the  term 

“fit  «,e  man  the  metal  ttalning  of  family  life  fo,  which  they  used 
““Tlrchlcerlstlc  manner  of  man,  accomplished  scholars  Cicero  dm  not 

ir:;  ZZ  ««.  m^c.  .»  --me.o  s™,, 

descrlhed  the  ^  '.r.hr«r«e,l  the  Greehs  had  used  the  term 

dary  schools  of  Rome.  He  calieo  in  „pnprnl  use!  Cicero  identified  these  as 

r7f€SESSB::SS^^-==; 

Crttid  l°f™e  rhetorical  schools  of  his 

mcks  of  to  be  obtained  through  the  poliHor 

rl'"mme  polished  humanlUest  Tins 

«e,  good  breeding,  and  intellecual  studies  Is  not 

senses,  but  ako  he  '«'■*  f “ 

^S°^U.S'mihr,  nayal  scrence,  medicine,  and  such  sciences  as  geography 

”"“rr4r;:arx:^ 

srg  r  ::::i:t  thou,.. .  ^  ix“cir”us 

the  influence  of  the  1?'’;''"?''*"  ,„imnllas-  Z  nol  simply  for  intellectual  or 
stressed  that  the  aim  of  the  p  n ,  j  „uin  mihlic  affairs.  Ironically,  Cicero’s 
spiritual  discipline  but  tor  the  art  o  ®'-  P  nolitical  leader  came  too  late 

sLss  on  the  role  of  the  orator  as  ^ 

for  it  to  be  influential  in  preserving  the  “  e  the  public  weal.  His 

more  for  his  °  llirmore  polite  humanities,  overshadowed  the 

oSerm  he'usedtpoMco.  pMlosophos  to 

Seal  rrpl:  cr  iS  of^?he  pubhc  lecmrer. 

-  Aubrey  Gwynn,  Education  ,om  Cicero  to  Quintilian.  Teachers  Collese  Press,  New  Yorh, 

1966,  p.  101. 
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Education  became  more  polite  than  political.  A  civilized  man  was  one  who  was 
conversant  with  the  knowledge  of  past  civilizations,  not  educated  to  cope  with  the 
deepest  crises  of  his  own  civilization. 

In  practice,  the  Romans  did  not  listen  to  Cicero’s  plea  for  a  broad  humane 
education  dedicated  to  public  life.  They  preferred  the  technical  study  of  rhetoric-or 
at  least  the  teachers  of  rhetoric  did-as  a  means  of  training  for  law  or  bureaucratic 
administration.  They  followed  not  his  preachments  in  the  De  Oratore,  but  rather  they 
made  a  textbook  out  of  the  techniques  he  set  forth  in  his  De  Inventione,  written  as 
schoolboy  notes  to  aid  his  own  study  of  rhetoric  as  a  youth. 

In  early  imperial  times  the  most  important  treatise  on  education  was  written  by 
Quintilian  who  followed  in  the  footsteps  of  Isocrates  and  Cicero.  In  the  preface  toliis 
Instimio  Oratoria  (The  Schooling  of  the  Orator)  Quintilian  gave  a  general  picure  of 
the  character  of  the  orator  who  must  be  not  merely  an  accomplished  speaker  but  a 
well-rounded  man  of  affairs.  The  orator’s  role  of  leadership  in  the  formulation  of 
public  policy  should  be  based  upon  a  broad  background  of  knowledge  and  sound 
character.  The  line  of  argument  from  Isocrates  through  Cicero  to  Quintilian  is  clear 
and  distinct;  the  goal  of  education  for  the  orator  is  the  formation  of  a  governing  class 
whose  role  as  citizens  and  managers  of  public  affairs  is  based  upon  the  finely  tuned 
practical  judgments  required  for  the  executive,  legislative,  and  judicial  functions  of  a 
complex  civilization.  All  education  from  the  elementary  school  forward  must  there¬ 
fore  be  policy-oriented  as  well  as  intellectually-oriented.''^ 

In  Book  I  of  the  Institutio  Quintilian  described  the  kind  of  education  that 
should  be  given  to  children  prior  to  the  study  of  rhetoric  itself;  in  this  respect  his 
treatise  put  considerable  emphasis  upon  the  educational  method  and  procedures 
appropriate  to  the  elementary  school  child.  Although  he  felt  somewhat  apologetic 
about  dealing  with  the  education  of  small  children,  Quintilian  stoutly  maintained  its 
importance  in  the  total  development  of  the  man  of  public  affairs.  Quintilian  stressed 
the  fact  that  boys  differ  in  their  individual  capacities  and  that  teachers  should  take 
account  of  these  individual  differences. 

The  good  teacher  will  ascertain  the  disposition  and  abilities  of  his  pupils  so  as  to 
adapt  his  methods  to  each  individual.  Play,  games,  and  amusements  should  be  used  for 
relaxation  and  increased  efficiency  as  well  as  to  stimulate  interest  through  competition 
and  rewards,  rather  than  through  corporal  punishment.  Quintilian  believed  drat  in¬ 
struction  in  reading  and  writing  can  be  gjven  to  very  young  children,  especially  if  it  can 
be  made  pleasurable.  In  learning  to  read,  the  Roman  child  should  start  with  Greek 
first,  on  the  theory  that  he  would  learn  his  native  Latin  anyway;  since  Greek  was  the 
linguistic  foundation  for  Latin,  it  was  only  natural  to  learn  Greek  first.  Quintilian  set  a 
pattern  in  this  respect  that  generations  of  educators  in  following  centuries  would  use 
to  support  their  arguments  for  study  of  a  foreign  language  as  the  best  way  to  leam 
one’s  own  language. 

Quintilian  insisted  that  “public”  education  in  the  school  of  the  litterator  was 
much  to  be  preferred  to  private  education  at  home  with  a  tutor.  He  stressed  the  values 

'’Marcus  Fabius  Quintilian,  Institutio  Oratoria,  H.  H.  Butler  (trans.),  Harvard  University  Press, 
Cambridge,  Mass.,  1921,  vol  1,  pp.  9-11,  et  passim. 
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of  the  group  life  that  comes  when  boys  learn  together  in  classes;  the  emulation, 
friendships,  and  incitements  to  success  thus  experienced  by  peers  in  school  are 
superior  to  the  advantages  of  private  teaching  at  home.  The  orator  will  engage  in 
public  life  as  an  adult;  he  should  learn  how  to  conduct  himself  in  groups  early  in  life. 
Beyond  the  elementary  instruction  just  described,  the  boys  should  have  a  complete 
orammar  school  training  which  should  lay  great  emphasis  upon  grammar,  composition, 
correct  speech,  and  extensive  reading  of  all  kinds  of  authors,  including  the  tragic, 
comic  and  lyric  poets.  In  addition,  Quintilian  mentioned  music  to  help  tram  the  voice, 
mathematics  and  logic  for  the  methods  of  proof,  training  in  elocution,  and  a  certain 
amount  of  framatics  and  gymnastics  to  promote  the  graceful  use  of  the  body  and 
effective  use  of  gestures. 

Quintilian  then  devoted  Books  II-XII  of  the  Institutio  to  the  advanced  training 
of  the  orator  in  the  ideal  rhetorical  school.  He  prescribed  in  minute  detail  a  thorough 
study  of  written  composition  and  oral  declamation,  reading  of  the  prose  authors,  and 
the  formal  theory  and  practice  of  rhetoric,  including  the  various  types  of  oratorical 
style,  delivery,  figures  of  speech,  allusions,  and  analogies.  Reading  in  law,  jurispru¬ 
dence,  and  philosophy  was  also  deemed  desirable  along  with  the  writing  of  themes  that 
were  to  be  as  true  to  life  as  possible,  but  his  enthusiasm  for  Cicero’s  social  sciences  was 

never  so  great  as  for  grammar  and  literature. 

Like  Isocrates,  Quintilian  was  distrustful  of  the  philosophers.  He  was  never  so 
enamored  of  Greek  philosophy  as  was  Cicero,  because  he  felt  philosophy  neglected  the 
study  of  important  everyday  concerns  for  flights  into  the  nonpractical  world  of 
spiritual  affairs.  The  sweep  of  political,  economic,  and  religious  events  in  the  empire 
was,  however,  against  Quintilian.  His  voice  was  less  and  less  heeded  in  dispersive  Rome, 
but  his  views  on  education  are  important  not  only  for  what  they  reveal  concerning  the 
highest  ideal  of  florescent  Roman  education  but  also  because,  when  the  Institutio  was 
rediscovered  during  the  Renaissance,  it  became  virtually  the  educational  bible  for 
generations  of  humanist  educators.  Particularly  influential  was  his  Book  X  in  which  he 
set  forth  his  list  of  great  books  of  the  Graeco-Roman  world.  Either  Quintilian  s 
judgment  was  pretty  good,  or  he  persuaded  posterity  to  agree  with  him. 

No  other  writer  of  the  imperial  period  approached  Qunitilian  in  the  scope  or 
detail  of  his  proposals  for  education,  but  the  trend  after  his  time  was  to  view  rhetoric 
less  as  a  practical  or  administrative  art  designed  to  be  a  guide  to  action  than  a 
decorative  art  to  be  enjoyed.  Quintilian  had  defined  three  types  of  rhetoric.  He 
obviously  favored  the  deliberative  type  leading  to  public  decision  and  the  forensic  or 
debating  type  involved  in  the  adjudication  of  court  cases,  but  successive  ages  settled 
for  the  panegyric  type,  devoted  to  laudatory  or  celebrational  occasions. 

Dispersion  and  Imitation  under  the  Later  Empire 
(Third  Century  A.D.-Sixth  Century  A.D.) 

From  the  third  century  on,  the  weaknesses  of  the  Roman  Empire  became  ever  more 
evident.  After  Marcus  Aurelius,  the  army  began  to  play  the  major  role  in  raising  and 
overthrowing  emperors;  intrigue  and  counterintrigue  on  the  part  of  the  army  and  ot 
the  Senate  produced  a  chaotic  political  situation.  The  autonomy  of  local  governments 
vitually  disappeared  as  the  emperors  took  more  and  more  power  into  their  own 
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hands.  The  Senate  had  little  political  outlet  for  its  energies,  and  the  aristocracy  became 
a  pampered  leisure  class  depending  for  preferment  upon  the  fancy  of  the  emperor.  If  a 
purely  Uterary  education  could  do  them  little  good,  at  least  it  could  do  little  harm. 

In  the  fourth  century  the  authority  of  the  Empire  was  increasingly  divided 
between  the  eastern  and  the  western  parts.  Diocletian  began  this  process,  which 
became  even  more  pronounced  under  Constantine,  who  founded  Constantinople  on 
the  site  of  ancient  Byzantium  in  330  B.C.  as  the  capital  of  the  Empire.  From  that  time 
on,  virtually  two  empires  existed,  one  with  a  capital  and  senate  at  Rome  and  the  other 
with  a  capital  and  senate  at  Constantinople,  although  for  many  years  many  emperors 
tried  to  keep  alive  the  legal  fiction  on  one  unified  empire.  The  theory  became  even 
more  fictional  as  the  Germanic  tribes  invaded  its  provinces  during  the  fourth,  fifth, 
and  sixth  centuries. 

In  the  sixth  century,  Justinian,  as  emperior  of  the  Eastern  Empire,  made 
considerable  gains  in  reasserting  his  rule  to  the  West  by  conquering  southern  Italy, 
Sicily,  and  much  of  the  western  areas  of  the  Empire  in  northern  Africa  and  southern 
Spain',  but  his  successors  were  unable  to  maintain  them.  The  Eastern  Empire,  virtually 
confined  to  the  eastern  Mediterranean,  became  identified  more  than  ever  with  Greek 
and  Byzantine  culture.  Its  powers  of  resistance  proved  to  be  remarkably  strong  as  it 
tenaciously  held  on  to  some  sort  of  order  and  continuity  down  to  the  fifteenth 
century.  (Byzantine  education  will  be  briefly  discussed  in  the  next  section  of  this 
chapter,  pages  1 37-141 .) 

In  the  western  part  of  the  Empire,  society  took  the  form  of  a  great  pyramid, 
with  the  emperor,  his  family,  followers,  army  oificers,  and  high  ecclesiastics  at  the  top, 
catered  to  by  merchants  and  speculators,  and  all  resting  upon  the  work  of  the  masses 
in  the  cities,  the  serfs  on  the  land,  and  the  slaves  who  rendered  personal  service  in  the 
houses  of  the  well-to-do.  When  the  Germanic  tribes  invaded  the  Empire,  the  emperors 
could  not  summon  up  enough  enthusiasm  or  support  to  stave  off  conquest  and 
disaster.  A  heavy  attitude  of  psychological  weariness  and  loss  of  nerve  had  so 
weakened  the  mental  and  moral  fiber  of  the  people  that  they  could  not  respond  with 
the  courage,  devotion,  or  loyalty  that  were  needed  to  face  the  invader.  The  upper 
classes  turned  to  whatever  immediate  pleasures  they  could  find  in  such  a  life,  and  the 
urban  lower  classes  turned  to  faith  and  hope  in  a  better  life  to  come  in  the  next  world. 
The  ideal  of  a  good  life  on  this  earth  was  apparently  impossible  of  realization,  and  thus 
more  and  more  people  began  to  seek  salvation  in  the  other  world  after  death.  Such  an 
intellectual  chmate  was  fertile  soil  for  the  spread  of  emotional  religious  faith.  The 
failure  to  establish  and  maintain  a  broadly  based  economy  and  a  polity  devoted  to  the 
welfare  of  the  many  was  basically  responsible  for  the  decline  of  Roman  civilization,  as 
had  been  true  in  Greece. 

All  these  developments  had  significance  for  education,  which  became  increas¬ 
ingly  exclusive  and  aristocratic.  It  is  possible  that  a  more  generous  conception  of  the 
importance  of  widespread  education  would  have  played  a  part  in  maintaining  a  healthy 
political  and  economic  condition  and  would  have  provided  a  bulwark  against  the 
aristocratic  exclusiveness  that  was  at  the  root  of  cultural  decay.  However,  the  past- 
oriented  Uterary  education  of  the  rhetorical  schools  was  scarcely  the  kind  of  education 
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that  would  equip  the  ruling  classes  of  Rome  to  surmount  the  monumental  problems 
facing  their  civilization.  Nor  did  the  competing  schools  of  philosophy  do  much  to 
enable  them  to  grapple  with  the  harsh  realities  of  the  day. 

The  principal  formulations  concerning  the  relation  of  man  to  the  world  about 
him  revealed  a  continuing  opposition  between  otherworldly  and  this-worldly  outlooks. 
The  dominant  otherworldly  trends  in  Roman  thought  were  shot  through  with  Stoicism 
and  the  idealism  of  Plato.  They  stressed  the  permanent  and  absolute  reality  of  the 
spiritual  realm  as  against  the  transitory  appearances  of  everyday  life.  Whereas  the 
florescent  Greeks  had  looked  upon  the  dualism  between  the  body  and  the  soul  as  an 
opportunity  to  develop  both  harmoniously,  the  tendency  of  dispersive  Roman  times 
was  to  exalt  one  or  the  other  to  the  extreme.  Stoicists  and  Neoplatonists  glorified  the 
soul  and  the  ecstasies  of  the  other  world,  whereas  Epicureans  glorified  the  body  and 
the  pleasure  of  this  world,  even  to  the  extent  of  denying  the  existence  of  the  soul.  The 
philosophical  problem  thus  posed  was  of  little  help  in  the  mundane  tasks  of  saving  a 
civilization. 

Not  much  more  helpful  were  the  bodies  of  organized  knowledge  that  were 
formulated  in  the  later  Empire  and  dispersed  from  Roman  schools  to  the  European 
Middle  Ages.  Scholarship  in  both  the  Greek  and  the  Latin  worlds  lost  its  creativity  in 
nearly  all  fields  of  knowledge,  turning  almost  wholly  to  editing  and  digesting  the 
works  that  had  been  codified  and  systematized  in  the  earlier  periods.  It  was  almost  as 
though  the  later  imperial  scholars  saw  hard  times  ahead  and  frantically  sought  to 
reduce  knowledge  to  the  compact  form  of  small  compendiums,  so  that  they  might 
weather  the  rigors  of  the  intellectual  depressions  to  come.  Only  in  the  field  of  religious 
thought  was  the  creative  spirit  alive  in  the  Eastern  and  Western  world  as  the  Fathers  of 
the  Christian  church  sought  to  reconcile  Greek  philosophy  with  the  doctrines  of 
Christianity. 

Fwm  Humanitas  to  Scholasticus  One  of  the  best  illustrations  ot  the  course  of 
Roman  intellectual  thought  is  the  development  of  the  liberal  arts  as  they  were  drawn 
from  Greek  sources,  modified  by  Latin  authors,  and  made  ready  to  be  passed  on  to  the 
Middle  Ages.  As  we  have  seen,  the  arts  appropriate  to  the  free  man  of  florescent 
Greece  were  more  or  less  commonly  agreed  to  be  grammar,  gymnastics,  music,  and 
sometimes  drawing,  and,  on  the  advanced  level,  logic,  rhetoric,  dialectics,  arithmetic, 
geometry,  astronomy,  and  musical  harmony.  These  were  known  as  the  enkuklios 
paideia,  the  elements  of  a  common  or  widespread  education. 

The  Latin  scholars  of  the  formative  and  florescent  periods  in  Rome  had  drawn 
upon  these  Greek  studies  as  possessing  fundamental  values  for  their  own  set  of  liberal 
arts.  In  addition  to  Cicero,  the  work  of  Varro  in  the  first  century  B.C.  was  outstand¬ 
ing.  He  sought  to  establish  nine  Greek  studies  as  the  necessary  equipment  of  the 
liberally  educated  Roman:  grammar,  rhetoric,  logic,  arithmetic,  geometry,  astronomy, 
music,  architecture,  and  medicine.  Interestingly  enough,  he  had  dropped  gymnastics 
and  drawing  from  the  usual  Greek  currimulum  and  had  added  architecture  and 
medicine.  Apparently  he  could  find  no  science  in  the  fine  arts  of  painting,  drawing, 
and  sculpture  or  in  gymnastics,  but  he  could  justify  architecture  and  medicine,  as  well 
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as  the  other  seven,  on  the  basis  that  they  had  been  developed  so  systematically  by  the 
Greeks  that  they  were  classified  as  sciences,  i.e.,  they  were  based  on  coherent  general 
principles  and  they  were  so  well  organized  for  teaching  purposes  that  they  could  be 
taught  as  explicit  arts  or  techniques. 

In  the  dispersive  period  of  the  later  Empire  the  liberal  arts  were  narrowed  to 
seven  by  excluding  the  two  practical  or  applied  arts  so  much  admired  by  the  Romans, 
architecture  and  medicine.  This  was  done  by  Martianus  Capella.  It  is  interesting  to 
note,  as  revealing  the  intellectual  temper  of  the  times,  why  it  was  that  Capella  in  the 
late  fourth  century  A.D.  turned  to  Varro’s  list  of  nine  liberal  arts  and  then  cut  them 
down  to  seven.  In  his  influential  allegorical  compendium  called  the  Marriage  of 
Philology  and  Mercury,  Capella  described  a  heavenly  wedding  in  which  the  seven 
liberal  arts  acted  as  bridesmaids:  grammar,  rhetoric,  logic,  (later  known  as  the  trivium); 
and  arithmetic,  geometry,  astronomy,  and  music  (quadrivium).  His  justification  for 
reducing  the  number  to  seven  was  that  he  wanted  to  keep  only  those  arts  that  would 
interest  a  group  of  celestial,  spiritual  beings.  He  left  out  medicine  because  celestial 
beings  had  no  earthly  ills,  and  he  left  out  architecture  because  spiritual  beings  needed 
no  physical  habitation.  Music  could  stay  because  of  its  supermundane  interest. 

Here,  then,  by  the  end  of  the  fourth  century  was  a  compendium  of  knowledge 
that  did  not  comprise  the  entire  range  of  subjects  known  to  Greece  or  Rome  but  that 
did  eventually  fix  the  boundaries  of  western  Europe’s  medieval  curriculum  in  the 
liberal  arts.  They  had  been  formalized  and  condensed  from  the  Greek  heritage  into 
small  literary  packets  of  knowledge.  They  had  come  to  be  identified  with  those 
systematic  studies  of  Greece  which  had  been  translated  into  Latin  and  which  were 
thought  to  be  suitable  to  spiritual  and  intellectual  matters  rather  than  to  practical 
affairs.  Once  again,  the  scholars  and  teachers  shaped  a  powerful  educational  tradition 
in  the  form  of  a  liberal  education  which  in  turn  moulded  the  attitudes  of  generations 
of  educated  Europeans  to  look  down  upon  a  useful  or  practical  education  as  inferior 
to  a  linguistic  or  literary  education. 

In  the  Hellenistic  Republican  period  the  term  grammar  included  not  only  the 
study  of  syntax,  syllables,  parts  of  speech,  declensions,  and  conjugations  but  also  the 
study  of  poetry.  At  first,  successful  Latin  poets  were  quickly  added  to  the  curriculum 
of  the  schools,  but  once  the  educators  had  decided  which  were  the  classics,  the  list 
narrowed  down  to  Vergil,  Terence,  and  Horace.  Following  the  work  of  Dionysius 
Thrax  countless  Hellenistic  grammarians  in  the  third  and  second  centuries  B.C.  had 
made  of  Greek  grammar  a  logical  and  systematic  body  of  knowledge  through  their 
work  in  compiling  word  lists,  dictionaries,  and  reference  books.  Latin  grammarians  of 
the  dispersive  period  then  began  to  assimilate  and  copy  into  Latin  the  work  of  the 
Greek  grammarians  in  order  to  build  up  an  organized  study  of  Latin  grammar.  Latin 
grammars  were  basically  translations  of  Greek  grammars. 

Perhaps  the  most  influential  grammar  of  all  time  was  the  Ars  grammatica  minor 
written  by  Aelius  Donatus  in  the  fourth  century  A.D.  It  was  a  short  description  of  the 
eight  parts  of  speech,  elaborating  the  definition  and  characteristics  of  each  in  question- 
and-answer  form.  Another  influential  grammar,  that  of  Priscian  in  the  sixth  century. 
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was  a  much  longer,  infinitely  detailed,  and  pedantic  work  containing  more  than  250 
quotations  from  many  Greek  and  Latin  authors,  as  well  as  voluminous  material  on 
syntax,  conjugations,  and  declensions.  The  grammars  of  these  men  and  of  others  went 
through  many  editions.  They  were  copied,  edited,  and  commented  upon  in  turn  by 
generations  of  other  grammarians. 

Samples  of  Latin  literature  were  compiled  also  into  textbooks,  digests,  and 
collections  of  quotations  that  were  used  as  aids  in  the  learning  of  Latin.  Perhaps  the 
most  famous  and  influential  of  these  little  readers  was  the  book  of  rhymed  couplets 
written  by  the  fourth-century  Stoic,  Cato.  HisD/sfm/«  was  studied  for  centuries  down 
to  the  eighteenth  century  dispensing  Franklin-like  maxims  concerning  morality,  cau¬ 
tion,  self-control,  courage,  moderation,  and  shrewd  adaptation  to  the  fortunes  of  life. 
Such  textbooks  became  the  provender  on  which  the  Middle  Ages  were  nourished. 
They  contained  much  of  the  heritage  of  Greek  and  Latin  literature  in  a  predigested 
form.  Although  they  sustained  life,  they  provided  scant  nourishment. 

Rhetoric,  as  one  of  the  language  arts  dealing  principally  with  the  study  of 
expressive  speech,  both  oral  and  written,  went  through  a  characteristic  course  of 
development  which  we  have  already  noted.  In  Hellenistic  Republican  times  it  was 
looked  upon  as  the  highest  of  the  studies  that  the  aspiring  Roman  youth  could  follow, 
but  as  the  imperial  period  progressed,  public  discussion  no  longer  had  the  determining 
effect  upon  public  policy  that  it  had  in  the  Senate  and  Assembly  of  Republican  Rome. 
Rhetoric  therefore  came  to  be  increasingly  a  dilettante  exercise  in  formal  language  for 
the  benefit  of  a  wealthy,  leisured,  and  sophisticated  class.  Whereas  hundreds  of 
textbook  editions  were  being  prepared  in  grammar,  there  were  relatively  few  such 
books  on  rhetoric  written  in  the  later  Imperial  period.  The  best  known  were  those  of 
Capella  and  St.  Augustine.  Cicero  and  Quintilian  were  always  the  models,  but  their 
original  works  were  seldom  used  in  full.  These  small  handbooks  and  manuals  illustrate 
the  way  in  Vv'hich  the  creative  literary  heritage  of  Hellenistic  Rome  was  wrapped  up  in 
small  packages  for  the  use  of  scholars  and  students  in  the  Middle  Ages. 

Logic  became  firmly  established  as  one  of  the  seven  liberal  arts,  gradually  losing 
its  identification  with  philosophy  as  a  whole.  Among  those  who  helped  to  pass  on 
Aristotle’s  logic  was  Porphyry,  a  Neoplatonist  of  the  third  century  A.D.,  who  wrote  a 
textbook  in  which  he  edited  Aristotle’s  logical  works  and  added  an  introduction  of  his 
own.  This  book  was  handed  down  through  many  commentaries  and  editions  for 
centuries.  Although  Porphyry  was  interested  in  the  whole  range  of  metaphysical  and 
philosophical  thought,  he  specifically  ruled  out  such  problems  as  beyond  the  scope  of 
logic.  This  distinction  apparently  suited  Capella  and  St.  Augustine,  who  wrote  the 
other  two  notable  texts  on  logic,  both  of  which  became  important  handbooks  during 
the  Middle  Ages.  These  books  dealt  with  the  definitions  of  words  and  propositions 
and  the  use  of  the  syllogism. 

The  quadrivium,  or  four  higher  liberal  arts,  consisting  of  arithmetic,  geometry, 
astronomy,  and  music,  were  all  conceived  as  basically  mathematical  studies.  Despite 
the  advances  made  in  arithmetic  by  Hellenistic  scholars  at  Alexandria,  little  evidence 
of  these  developments  appeared  in  the  handbooks  on  the  liberal  arts.  Capella  s  very 


132 


EDUCA TION  AND  THE  Cl  VILIZA  TiONSUILDING  PROCESS 


brief  chapter  on  arithmetic  made  much  of  the  mystical  significance  and  properties  of 
numbers  but  gave  virtually  no  attention  to  the  problems  of  computation.  Arithmetic 
was  no  longer  a  practical  means  for  soking  useful  problems  as  it  had  been  among 
Egyptians  and  early  Greeks,  but  an  intellectualized  and  theoretical  exercise  in  mysti¬ 
cism. 

Despite  the  progress  in  geometry  achieved  in  Hellenistic-Republican  times  by 
Euclid,  geometry  reverted  more  or  less  to  the  literal  meaning  of  the  word,  measure¬ 
ment  of  the  earth,  becoming  more  geographic  than  mathematical  in  character.  The 
story  of  astronomy  was  similar.  The  earlier  observations  of  the  Greek  scientists  seem 
to  have  escaped  the  attention  of  the  imperial  astronomers,  who  adopted  Aristotle’s 
work  On  the  Heavens  with  its  assumption  that  the  earth  was  the  center  of  the  universe. 
Ptolemy  in  the  second  century  A.D.  brought  together  much  of  the  current  information 
on  astronomy  in  a  book  that  turned  out  to  be  enormously  influential  in  all  of  Western 
Europe,  for  its  geocentric  principles  were  passed  on  to  the  Middle  Ages  through  the 
medium  of  Capella.  These  Ptolemaic  doctrines  prevailed  until  the  reassertion  of  the 
heliocentric  theory  by  Copernicus  in  the  sixteenth  century. 

Although  music  in  florescent  Greece  had  played  its  part  with  poetry  and  dancing 
in  the  aesthetic  and  civic  celebrations  of  the  polls,  in  'Hellenistic  Republican  times 
music  consisted  of  theoretical  and  mathematical  exercises.  Pythagoras  and  Plato  had 
emphasized  the  mathematical  properties  of  music,  and  Plato  had  disparaged  the 
musician  as  a  mere  practitioner.  It  was  this  latter  conception  of  music  that  was 
exalted  by  Roman  writers  as  early  as  the  time  of  Cicero.  It  is  little  wonder  that  Capella 
followed  their  mathematical  and  theoretical  interests  when  lie  came  to  define  music  as 
one  of  the  liberal  arts. 

The  science  of  medicine  was  advanced  considerably  during  the  Hellenistic 
Republican  period  both  in  the  East  and  in  the  West.  At  Alexandria  and  other 
Hellenistic  centers,  Greek  physicians  continued  their  investigations  in  anatomy,  phys¬ 
iology,  and  dissection  to  the  extent  that  some  fundamental  conceptions  were  estab¬ 
lished  concerning  the  brain’s  relationsliip  to  the  nervous  system,  the  character  of  veins 
and  arteries,  and  the  processes  of  digestion  and  reproduction.  The  fact  that  Varro 
included  medicine  as  one  of  the  liberal  arts  indicates  that  he  believed  that  the  Greek 
science  of  medicine  was  worthy  of  a  high  place  in  Roman  estimation.  The  most 
famous  physician  of  them  all  was  Galen,  whose  books  written  in  the  second  century 
A.D.  were  used  extensively  throughout  the  Middle  Ages. 

Much  more  portentous  for  the  future  of  the  Empire  was  the  deterioration  in 
agriculture.  Despite  the  deep  roots  of  Roman  society  in  rural  and  agrarian  life, 
agriculture  was  not  made  a  field  of  serious  and  sustained  study  or  training,  at  least, 
not  enough  to  satisfy  Columella  in  the  first  century  A.D.  whose  poignant  yet  indignant 
analysis  went  unheeded: 

We  are  men  of  strange  habits.  When  we  want  to  learn  oratory,  we  are 
careful  to  imitate  the  best  orator.  We  go  to  school  to  learn  our  weights  and 
measures.  We  study  music,  song,  dance,  and  gesture.  When  we  want  to  build,  we 
call  in  mason  and  architect.  We  have  skilled  captains  for  our  ships,  trained 
soldiers  for  our  armies.  We  have  specialists  for  every  useful  science,  and  we  have 
philosophers  to  form  our  characters.  Agriculture  is  the  only  science  for  which  we 
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have  neither  pupils  nor  masters;  yet  agriculture  is  the  science  next  in  dignity  to 
1-  cirnn^t  sister-science.  We  have  schools  of  rhetoric,  schools  o 
geoSy  ^schools  of  music;  trained  cooks  and  trained  barbers.  But  I  never  yet 
Lard  o/men  who  call  themselves  students  or  professors  ot  agriculture. 

Schools  of  agriculture?  Nothing  could  be  more  preposterous  to  the  Hellenistic  or 
Roman  oentleman  whose  image  of  the  educated  man  was  epitomized  in  his  abilhy  to 
quote  vLgil.  Columella  went  unheeded.  Schools  concentrated  on  rhetoric  and  litera- 
Le  Agricultural  and  technical  expertise  continued  to  decline.  The  Empire  fell,  t  w 
to  be  Lany  centuries  before  agriculture  was  to  be  considered  a  subject  'worthy  of 
systematic  Iducation.  Modernizing  societies  as  late  as  the  twentieth  century  still  found 
it  fi  flifficult  idea  for  them  to  accept. 

^  Among  the  contributions  made  by  Rome  to  the  West  and  to  the  world,  Roman 
law  stands  Ihgh.  The  judicial  system,  the  codifying  of  the  cml  law,  and  the  imperial 
system  of  governmental  administration  proved  to  be  working  inodels  for  later  tim 
md  places  ^n  the  process  of  codifying  the  law  the  formal  schools  of  law  played  a  key 
role  L  centers  where  jurists  like  Ulpian  and  Papinian  worked  and  taught.  The  most 
SueL  aTo  such  scl  ools  was  that  at  Beirut  from  the  third  century  to  the  fifth, 
whereul  Const^  took  first  place.  Until  then  the  codifications  were  under- 

tlen  InmmXy  to  facilitate  the  teaching  of  law.  Not  only  does  the  law  shape 
education;  education  shapes  the  law. 

It  may  not  be  too  much  of  an  exaggeration  to  date  the  beginning  and  end  o 
the  secular  aspects  of  Graeco-Roman  thought  with  reference  to  the  growth  md  decline 
onL  ta  of  Ltural  law.  In  the  sixth  century  B.C.  the  Ionian  philosophers  o  tire 
Greek  polis  were  attempting  to  fathom  the  essence  of  the 

laws  of  nature  and  thus  to  surmount  the  customary  assumptions  of  reh^ion 
the  sixth  century  A.D.  the  jurists  who  codified  Justinian’s  Corpus  Juris  Cmlis 
tempted  to  construct  the  canons  of  legal  procedure  that  govern  ^  ^  ^ 

UDon  orderly  laws  of  reason.  They,  too,  were  attempting  to  go  beyond  the  customa  y 

folk  reliance  upon  family,  class,  and  arbitrary  rule.  But  it  ^  “Ltuf 

twelve  centuries  before  the  civilized  laws  of  nations  and  the  scientific  laws  of  nature 
lere  to  be  ^ven  high  priority  in  tire  education  of  the  West.  In  the  meantime,  the  law 
of  God  andihe  divine  rights  of  priests  and  kings  were  to  dominate  education  as  well  as 

what  shall  we  say  of  the  role  of  education  in  the  disintegration  or  dispersion 
of  the  civilization  of  the  Roman  Empire?  Whereas  elementary  schools  were  widely 
dispersed  through  the  Empire  at  its  height,  the  privilege  of  attending  was  always 
limhed  by  the  aMlity  to  pay  the  fees.  Grammar  and  rhetorical  schools,  available 
only  to  tLse  who  could  afford  an  extended  period  of  education  were  confined  o  he 
citiL  and  towns.  Their  availability  was  therefore  doubly  limited.  And  when  urban 
declined  sharply  throughout  the  Empire  from  the  third  century  r^ItaL  Z 

and  higher  schools  declined  with  the  urban  decay.  Few  cities  were  able 
schoolf  which  could  provide  the  educated  leadership  so  desperately  required 


^^Quoted  in  Gwynn,  op.  cit.,  pp.  150-151. 
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administer  a  large-scale,  literate,  urban  society.  When  such  schools  were  in  short 
supply,  the  educated  manpower  could  not  be  produced  in  the  numbers  or  in  the 
quality  necessary  to  enable  Rome  to  maintain  or  rebuild  a  viable  civilization,  let  alone 
to  defend  it.  This  task  had  to  await  the  rise  of  new  societies  ready  and  able  to  provide 
the  education  appropriate  to  the  arduous  task  of  civilization-building.  The  Romans  not 
only  failed  to  make  education  available  to  their  common  people,  they  also  failed  to 
design  an  education  for  their  elite  that  would  serve  them  well  in  the  task  of 
civilization-building. 

R.  R.  Bolgar  blames  the  decline  of  the  Empire  upon  the  education  that  the 
privileged  classes  provided  for  themselves: 

Among  the  reasons  why  the  Empire  failed  we  ought  probably  to  number 
the  intellectual  failure  of  the  educated  classes.  Hampered  by  their  traditionalism 
and  by  the  strict  linguistic  discipline  which  they  imposed  upon  their  minds,  the 
members  of  that  class  could  not  solve  their  immediate  problems.*^ 

When  Bolgar  speaks  of  the  “strict  linguistic  discipline,”  he  really  means  the 
everlasting  imitation  of  the  classic  authors  required  by  the  schools: 

The  techniques  of  imitation,  the  habit  of  reading  notebook  in  hand  to 
collect  telling  words  and  phrases,  metaphors,  parts  of  speech  and  arguments  and 
the  desirability  of  memorizing  this  material  until  it  became  part  of  the  natural 
furniture  of  one’s  mind  were  all  regularly  taught  in  the  rhetorical  schools. 

Thus,  during  the  last  centuries  of  the  Empire,  the  imitative  tendency 
which  had  characterized  all  literature  since  the  death  of  Alexander  was  sharply 
intensified.  The  well-organized  educational  system  of  the  Empire  had  for  its 
main  aim  to  teach  the  two  literary  languages  and  to  inculcate  in  the  minds  of  all 
its  pupils  the  established  methods  and  desirability  of  imitation. 

The  decline  of  vitality  in  secular  thought  certainly  contributed  to  the  disintegra¬ 
tion  and  demise  of  the  Empire.  It  was  not  only  that  the  religious  message  and  the  new 
thought  of  Christianity  captured  the  imagination  of  the  people  and  the  intellectual 
energies  of  able  minds.  These  were  powerful  persuaders  indeed.  But  the  decline  was 
also  a  result  of  an  education  increasingly  irrelevant  to  the  requirements  ot  the  age.  This 
is  not  to  say  that  a  more  vital,  socially  oriented,  and  widespread  system  of  public 
education  could  have  prevented  the  fall  of  the  Roman  Empire  single-handedly,  but  it  is 
true  that  the  one  institution  that  did  address  itself  to  the  plight  and  needs  of  the 
deprived  masses  of  the  Roman  cities  was  the  Christian  church.  It  went  from  victory  to 
victory.  The  people  had  to  have  hope-either  that  men  could  transform  their  world  by 
their  own  efforts,  or  that  God  would  care  for  them  through  the  sacrifice  of  liis  Son. 
The  predominating  choice  of  intellectuals  and  populace  alike  during  the  coming  ten 
centuries  was  an  overwhelming  vote  of  confidence  in  God  rather  than  in  man. 

^^Bolgar,  op.  cit.,  p.  24. 
pp.  23-24- 
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C.  HELLENISTIC  EDUCATION  AND  CHRISTENDOM 

In  the  first  two  centuries  of  the  Roman  Empire,  Christianity  was  viewed  as  simply  one 
Eastern  religion  among  many.  Beginning  as  a  local  Jewish  sect  in  Palestine,  the 
Christian  message  gradually  gained  adherents  throughout  the  Empire,  especially  among 
the  underprivileged  masses  of  the  towns  and  cities.  St.  Paul  was  especially  instrumental 
in  universalizing  Christianity  among  the  peoples  of  the  Eastern  Empire.  As  the 
Christian  sects  and  congregations  gained  followers,  they  came  into  conflict  with  the 
other  Eastern  religions  and  eventually  with  the  Roman  emperors  themselves. 

With  the  increasing  trials  of  the  Empire  in  the  third  century  and  the  ever- 
increasing  strength  of  the  Christians,  the  emperors  felt  that  the  time  had  come  to  call  a 
halt.  Under  Decius  and  Diocletian  systematic  attempts  were  made  to  reassert  the 
absolute  power  of  the  emperors  and  to  wipe  out  the  Christian  congregations  as  a 
means  to  this  end,  but  the  Christians  could  not  be  stopped.  As  the  Empire  emerged 
from  the  third  century  weakened  and  shaken,  the  church  emerged  stronger  than  ever. 

It  had  won  the  first  of  its  many  centuries  of  battles  with  the  state. 

Finally,  in  the  fourth  century,  the  attitude  of  the  emperors  changed;  they  found 
that  it  was  the  better  part  of  wisdom  to  gain  the  support  of  such  a  powerful 
institution.  An  edict  of  Galerius  in  311  A.D.  granted  to  Christians  the  legal  right  to 
worship  their  god.  In  313  Constantine  gave  Christians  full  legal  rights,  and  in  325  he 
recognized  Christianity  as  the  official  state  religion,  encouraging  Christians  to  teach  in 
the  schools.  From  this  time  on,  church  Fathers  began  to  argue  that  the  state  and  the 
church  should  cooperate.  Ambrose,  Bishop  Gelasius  I,  and  St.  Augustine  claimed  that 
the  state  should  protect  and  support  the  church,  and  in  points  of  conflict  the  church 
should  be  supreme.  Here  are  early  expressions  of  the  idea  of  an  establishment  of 
religion.  The  triumph  of  Christianity  was  further  signallized  when  Theodosius  set  out 
to  suppress  the  worship  of  the  old  Roman  gods  as  a  crime  against  the  state  and  to  give 
legal  protection  only  to  Christians  and  when  Justinian  tried  to  stamp  out  educational 
pa^nism  in  529  A.D.  by  closing  the  doors  of  the  philosophical  schools  of  Athens. 

The  Patristic  Age  ( 200  A.D.-500  A.D.) 

In  its  long  and  complicated  process  of  transformation  from  a  local  Jewish  sect  to  a 
world  power,  Christianity  relied  heavily  upon  religious  instruction  but  relatively  less 
upon  religious  schools  in  the  usual  formal  sense.  This  was  largely  due  to  the  assump¬ 
tion  by  most  of  the  early  church  fathers  that  Christian  children  would  naturally  attend 
the  regular  Hellenistic-Roman  schools  for  their  normal  literary  training.  They  would 
then  receive  special  training  in  Christian  morality  and  behavior  at  the  hands  of  the 
family  and  special  training  in  Christian  doctrine  as  a  means  to  salvation  at  the  hands  of 
the  clergy. 

As  time  pased,  the  attitude  of  the  church  fathers  began  to  be  less  and  less 
hospitable  and  more  and  more  opposed  to  the  pagan  outlooks  purveyed  by  the 
traditional  Greek  and  Latin  schools.  Curiously  enough,  during  the  patristic  age  few 
church  leaders  ever  tried  to  prevent  parents  from  sending  their  children  to  the  Roman 
schools,  and  few  ever  suggested  that  the  church  itself  set  up  its  own  schools  for  the 
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literary  as  well  as  the  religious  education  of  Christian  children.  This  was  done  only 
when  the  long  established  Hellenistic  or  Roman  schools  began  to  disappear.  The 
church  did  however,  reduce  the  vernaculars  to  written  form  and  establish  general 
religious  sclwols  in  those  parts  of  the  Eastern  Empire  where  there  was  no  tradition  of 
Hellenistic  or  Roman  education  or  where  there  was  no  written  language.  This  was  done 
in  Coptic,  Syriac,  Ethiopian,  Armenian,  Georgian,  Hunnish,  Germanic,  and  Slavic. 

The  great  question  facing  Christian  educators  was  what  attitude  to  take  concern¬ 
ing  the  pagan  learning  of  secular  schools.  The  answer  to  this  question  varied  so  much 
from  time  to  time  and  from  place  to  place  that  authority  could  be  found  for  almost 
any  position  Some  Fathers,  like  Tertullian  and  the  later  .lerome,  stood  out  strongly 
against  secular  schools  and  secular  learning,  urging  Christian  parents  to  have  nothing  to 
do  with  such  sources  of  evil  and  paganism.  Others,  like  Augustine,  preached  modera¬ 
tion,  telling  parents  that  children  could  be  sent  to  secular  schools  if  care  were  taken 
that’  they  were  not  corrupted  by  the  religious  mythology  and  pagan  morality  con¬ 
tained  in  secular  literature.  Still  others,  like  Origen  and  Chrysostom,  were  not  at  all 
fearful  of  secular  learning  but  included  in  their  schools  the  round  of  liberal  arts  and 
philosophy  as  preparatory  to  the  highest  study  of  Christian  doctrine  and  theology. 

In  general,  the  church  eventually  assimilated  most  of  the  noncontroversial 
elements  of  the  secular  liberal  arts  if  stripped  of  their  pagan  excesses.  After  all, 
grammar,  rhetoric,  and  logic  could  be  taught  in  such  a  way  as  not  to  corrupt  the 
morals  of  youth  but  even  to  contribute  to  the  intellectual  discipline  necessary  for  the 
Christian  scholar.  The  study  of  Plato’s  philosophy  and  the  mathematical  elements  of 
arithmetic,  geometry,  astronomy,  and  music  would  not  be  morally  harmful  if  em¬ 
ployed  as  purely  intellectual  exercises  or  as  instruments  for  the  delineation  of  human 
reason  as  subservient  to  faith. 

Two  large  areas  of  human  knowledge,  however,  were  considered  to  be  irrevelant, 
or  even  harmful,  to  the  dominantly  religous  concern  of  Christian  schools.  One  was  the 
field  of  such  practical  sciences  as  architecture,  engineering,  mechanics,  medicine,  and 
law  These  subjects  dealt  with  the  means  of  controlling  the  physical  or  human 
environment  for  the  betterment  of  life  on  this  earth;  therefore,  they  were,  in  religious 
terms,  of  much  less  significance  than  the  more  spiritually  inclined  liberal  arts.  They 
consequently  declined  from  neglect  at  the  hands  of  the  Western  church  during  the 
later  Empire,  despite  the  occasional  books  on  these  subjects  found  in  church  libraries 

and  schools.  . 

The  other  field  was  that  of  the  natural  sciences  and  materialistic  philosoptues, 

which  were  deemed  definitely  harmful  to  the  developing  theology  of  tlie  church.  Thus 
the  natural  philosophy  of  Aristotle  and  of  Hellenistic  scientists  was  not  assimilate 
into  Latin  Christian  learning  at  this  time.  It  was  therefore  not  passed  on  to  Western 
Europe  through  the  Latin  church  and  its  schools.  Rather,  it  remained  in  the  Eastern 
Hellenistic  centers  where  it  was  later  reworked  and  finally  introduced  into  Western 
Europe  by  Arabic  and  Hebrew  scholars  in  the  eleventh,  twelfth,  and  thirteenth 
centuries.  The  point  is  that  even  though  the  church  schools  selected,  reconciled,  and 
assimilated  some  of  the  secular  learning  of  Graeco-Roman  civilization,  they  a  so 
rejected  much  of  it,  thereby  virtually  sentencing  it  to  exile  from  the  West  for  several 
centuries. 
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The  Byzantine  Taming  of 
Hellenism  ( 500  yL.T).~l 500  Al~T).) 

Meanwhile,  Byzantium  kept  alive  the  Hellenistic  traditions  in  education  and  literature 
for  1000  years  during  which  time  it  transmitted  these  traditions 

Eastern  Europe  and  to  Russia,  southward  to  the  Arabic  Moslems  of  the  Middle  East 
and  North  Africa,  as  well  as  westward  where  its  educational  influences  directly 
touched  many  parts  of  Europe  at  critical  times  in  its  history.  Justinian’s  reconquest  of 
southern  Italy  and  Spain  and  North  Africa  left  a  bequest  of  imperial  schools  and  Greek 
scholarship  which  served  as  reservoirs  of  classical  learning  throughout  ^Mdle  Ages^ 
Irish  monasticism  drew  on  these  resources  in  the  sixth  century,  as  did  the  En^ish 
church  and  learning  in  the  seventh  century,  the  Carolingian  educational  movements  of 
the  eighth  and  ninth  centuries,  and  above  all  the  Italian  Renaissance  of  the  fourteen 

and  fifteenth  centuries.  .  u  t 

Prime  agencies  in  the  civilizing  process  were  the  Byzantine  schools,  whether 

promoted  by  church  or  by  state  or  by  both.  From  the  seventh  and  eighth  centuries 
through  the  eleventh  and  twelfth,  Moslem  scholars  borrowed  Greek  science  and 
philosophy  from  Byzantine  sources,  translated  the  works  into  Arabic,and  ^^s  even  m 
Ly  made  available  a  vast  store  of  knowledge  to  the  West  when  it  was  finally  ready  to 
capitalize  upon  it  from  the  eleventh  century  on.  Such  knowledge  was  a  major  elernent 
in  the  formative  period  of  education  in  Western  civilization  during  the  later  Middle 

More  direct  in  its  influence  was  the  Byzantine  effort  to  Christianize  and 
Hellenize  the  Slavic  peoples  of  Eastern  Europe.  In  the  ninth 

oral  languages  of  Serbs,  Bulgarians,  and  Russians  were  written  down  m  *6  form  ot 
translations  of  the  Bible,  eastern  Fathers’  writings,  and  other 

with  this  went  the  conversion  of  Slavic  leaders  and  their  peoples  to  Chnstiamty^ 
Missionaries  and  monastaries  began  the  process  of  spreading  education  through  the 

vast  land  regions  to  the  north  oi  Byzantium.  .  , . 

Great  though  this  influence  was  upon  political  leaders  and  within  the  church,  t 

educational  veneer,  relatively  thin  on  the  surface,  did 

the  lower  layers  of  society  nor  into  the  rural  regions.  In  this  respect.  Eastern  Europe 
followed  a  much  more  conservative  educational  as  well  as  religious  tradi  ion  or  near  y 
a  thousand  years  after  its  incorporation  into  eastern  Christendom.  It  did  not  change  m 
essence  until  the  upsurge  of  contact  with  Western  education  took  place  in  the 

seventeenth  and  eighteenth  centuries.  .  ,  ji 

By  and  large,  the  thousand  years  between  500  and  1500  A.D  showed  a 
remarkable  difference  in  the  end  points  betwen  the  two  halves  of  Christendom.  e 
beginning  of  the  period  the  Eastern  realm  was  at  its  hei^t  in  power  and  influence 
under  Justinian.  This  was  followed  by  a  recession  or  decline  durmg  the  seventh,  ei^th, 
and  ninth  centuries,  especially  marked  by  the  bitter  struggles  of  the  iconoclastic 
controversies.  A  second  major  florescence  of  Byzantine  culture  took  place  m  the  later 
tenth  and  early  eleventh  centuries,  once  again  foUowed  by  a  recession  occasioned  by 
the  conquests  of  the  Latin  crusaders.  A  final  renaissance  appeared  in  the  fourteen 
century  only  to  be  followed  by  the  destruction  of  the  Empire  with  the  fall  of 
Constantinople  to  the  Ottoman  Turks  in  1453. 
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Despite  the  ups  and  downs  of  this  1 ,000  years  the  general  trend  in  Byzantium 
revealed  “the  shrinldng  nucleus  of  a  superior  civilization,  fearful  of  loss,  constantly  on 
the  defensive,  stereotyped  in  its  institutions  and  culture.  In  the  West  we  shall  see  by 

contrast  evidences  not  of  atrophy  but  of  growth. 

The  contrast  Bolgar  refers  to  began  with  Western  Christendom  in  a  state  of 
general  disarray  in  the  fifth  and  sixth  centuries,  a  condition  that  did  not  turn  for  the 
better  until  the  Carolingian  Empire  of  the  ninth  century.  From  then  on,  a  vital  and 
aggressive  civilization  began  to  take  shape  which,  despite  its  ups  and  downs,  despite 
the  imminent  breakup  of  the  unity  of  Latin  Christendom,  was  on  the  verge  of  leaping 
into  world  prominence  in  1500  rather  than  retiring  to  past  glories.  As  one  views  this 
millenium  it  seems  clear  that  the  differences  in  direction  taken  by  the  Eastern  and  the 
Western  inheritors  of  the  Graeco-Roman  civilization  had  sometliing  to  do  with  the 
educational  uses  made  of  the  classical  tradition  and  the  educational  institutions  that 
were  devised  to  carry  on  the  civilizing  function  of  that  tradition.  Despite  the  greater 
rejection  of  the  classics  by  the  early  Latin  Fathers,  the  Latin  Church  turned  out  to  be 
more  hospitable  to  using  the  classics  in  creative  ways  and  more  flexible  in  designing  or 
permitting  educational  institutions  to  be  designed  that  promoted  change  rather  than 
retarded  it. 

In  general,  the  Flellenistic-style  elementary  schools  and  grammar  schools  con¬ 
tinued  to  serve  the  Byzantine  Empire  throughout  its  lustory.  The  Eastern  Church 
Fathers  assumed  that  such  schools  would  continue  to  provide  the  basic  secular  literary 
education  required  by  those  who  would  serve  both  church  and  state.  Inasmuch  as  the 
imperial  bureaucracy  continued  to  be  much  more  important  and  influential  in  the  East 
than  it  did  in  the  West,  it  was  considered  essential  that  elementary  education  continue 
to  provide  the  essentials  of  literacy  in  the  Greek  language  for  boys  from  six  or  eight  to 
ten  or  twelve  years  of  age,  and  secondary  education  to  concentrate  from  twelve  to 
sixteen  years  upon  advanced  competence  in  the  use  of  Greek  by  means  of  intensive 
study  of  Greek  grammar  and  literature.  When  the  government  bureaucracy  and  the 
church  hierarchy  agreed  so  fully,  the  future  of  an  education  that  served  both  was 
secure-but  unexciting.  Lower  schools  and  the  courses  they  taught  did  not  change 
substantially  through  the  long  centuries  of  the  Byzantine  Empire They  continued 
to  serve  the  professional  classes  in  the  major  urban  centers,  seldom  reaching  out  to  t  e 
rural  or  village  hinterlands  and  thus  severely  limiting  access  to  the  advantages  of 
education.  In  this  respect  the  civilizing  effect  of  the  cities  upon  the  rural  regions  was 
critically  less  in  the  East  than  it  came  to  be  in  the  West. 

Another  crucial  difference  was  the  inability  of  Byzantine  higher  education  to 
break  its  bonds  with  the  Orthodox  Church.  The  great  patriarch,  Photius,  led  an 
intellectual  revival  that  rested  upon  wide  knowledge  of  science,  history,  geography, 
and  information  about  other  lands  as  well  as  theology  and  familiarity  with  the  church 


^nbid.,p.  91.  . 

^^See,  for  example,  the  chapter  on  Byzantine  education  by  Georgina  Buckler  in  H.  Baynes  an 

H.  St.  L.  B.  Moss  (eds.),  Byzantium;  an  Introduction  to  East  Roman  Civilization.  Clarendon  ur  , 
Oxford,  1948,  pp.  200-220. 
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Fathers.  In  863,  Bardas,  the  real  power  behind  a  weak  emperor,  founded  a  new 
university  type  of  institution  in  which  the  sciences  were  given  priority  over  the 
traditional  grammar,  rhetoric,  and  dialectic.  This  institution  might  have  made  a 
breakthrough  in  modern  forms  of  knowledge  comparable  to  that  of  seventeenth 
century  Europe  if  the  commercial  classes  could  have  broken  loose  from  the  confining 
power  of  the  church  and  if  the  scholarly  classes  could  have  overcome  their  fondness 
for  grammar  and  rhetoric,  but  neither  could  happen.^^ 

°  Instead,  when  the  eleventh  century  renaissance  of  interest  in  all  tilings  Greek 
(aided  by  the  emergence  of  a  new  Greek-speaking  landowning  class  with  strongly 
nationalist  proclivities)  came  along,  it  turned  out  that  the  literary  and  philosophical 
rather  than  the  scientific  side  of  Hellenism  was  the  victor.  When  Emperor  Constantine 
IX  (Monomachos)  established  a  new  university  consisting  of  a  school  of  philosophy 
and  a  school  of  law,  Michael  Psellus,  Byzantium’s  candidate  for  the  “Renaissance 
Man  ”  was  put  in  charge  of  the  faculty  of  philosophy.  However,  he  interpreted 
philosophy  to  be  basically  a  study  of  literature,  and  the  sciences  could  not  even  muster 

a  full  complement  of  teachers.  ,  ^  .  , 

In  the  mid-eleventh  century,  the  church  broke  its  alliance  with  Hellenism  and 
reduced  the  influence  of  the  secular  institutions  of  higher  education  by  establishing 
two  Patriarchal  Schools  which  set  the  pace  for  Byzantine  higher  education  for  the  next 
centuries  These  schools  reflected  the  church’s  victory  over  Hellenism,  not  by  rooting 
it  out,  but  by  shaping  it  to  the  church’s  ends,  or,  as  Bolgar  puts  it,  by  “taming 
Hellenism:” 


The  method  of  instruction  was  in  every  case  calculated  to  diminish  the 
influence  of  the  pagan  authors  whose  works  ostensibly  formed  the  subject- 
matter  of  the  course  ...  the  reading  of  texts  whose  plain  meaning  is  always 
twisted  to  suit  the  Christian  moralist,  the  uninspired  copying  of  model  passages 
the  neglect  of  serious  science  for  dilettante  chatter  were  not  likely  to 
promote  a  deep  understanding  of  the  Greek  tradition.^"* 


No  wonder  that  Byzantine  scholarship  lit  no  intellectual  fires;  that  liberal 
education  did  not  liberate;  that  the  civilizing  force  of  education  did  not  quicken  the 
intellectual  life.  The  church  in  the  East  was  able  to  confine  the  secular  studies  to  a 
narrow  range,  and  to  keep  them  harnessed  to  the  ecclesiastical  aims  of  the  church, 
whereas  the  Western  church,  reeling  under  the  blows  of  nationalism  and  ratronalism, 
was  more  willing,  albeit  reluctantly,  to  give  greater  scope  to  the  secular  studies,  more 
autonomy  to  the  range  of  human  reason,  and  more  access  to  education  for  the  layman. 
This  greater  flexibility  did  not  happen  quickly  or  easily,  but  by  1500  the  difference 

was  all-important.  .  -  r:  + 

The  massive  weight  of  the  literary  side  of  Hellenistic  education  in  the  East 

diverted  attention  from  the  sciences,  whereas  the  West  eventually  turned  to  the 


Bolgar,  op.  cit,  p.  70. 
^'‘lbid.,p.  81. 
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scientific  materials  of  Hellenism  with  avid  interest.  Possibly  the  sheer  novelty  of  the 
intrusive  Greek  knowledge  brought  out  intellectual  reactions  from  the  West,  whereas 
knowledge  of  the  same  materials  in  the  East  could  be  seen  as  notliing  more  than 
repetition  of  the  same  old  story  that  had  been  told  with  “lakes  of  ink”  for  nearly 
2,000  years.  Indeed,  the  scholarly  mind-set  of  the  Byzantine  teachers,  generation  after 
generation,  was  strong  enough  to  offset  the  efforts  of  emperors,  of  bureaucrats,  and 
even  of  forward  looking  patriarchs  who  sought  periodically  to  reform  Byzantine 
education. 

Ernest  Barker  suggests  a  fundamental  reason  for  the  lack  of  originality  in 
Byzantine  thouglit: 

The  reason  why  so  little  of  it  was  original  was  not  the  poverty  of 
Byzantine  intelligence,  which  had  a  subtle  and  probing  power:  it  was  rather  the 
riches  and  oppressive  weight  of  the  Byzantine  inheritance  from  ancient  Greece. 
The  more  Byzantium  shed  the  Roman  or  Latin  tradition,  which  was  stUl 
vigorous  in  the  age  of  Justinian,  and  the  more  it  became  specifically  and  particu¬ 
larly  Greek,  the  more  dependent  did  it  become  on  the  classical  models  and  the 
general  literature  of  ancient  Greece.  ...  the  scholars  of  Byzantium  were  content 
to  be  the  disciples  and  copyists  of  the  ancient  masters.  Classically  educated,  they 
succumbed  to  a  . .  .  tendency  to  think  that  the  whole  of  wisdom  is  to  be  found 
in  the  past,  and  that  the  duty  of  the  present  is  to  recapitulate  and  restate  “the 
wisdom  of  the  ancients.”^® 

The  point  here  is  not  only  the  looking  to  the  past  but  the  lack  of  a  mixing  of 
ideas  and  the  absence  of  external  influences  that  would  prompt  reexamination  or  the 
emergence  of  fresh  outlooks.  We  have  seen  many  times  how  important  such  inter¬ 
changes  were  in  social  and  educational  invention.  We  see  in  Byzantium  the  reverse:  the 
sterility  that  comes  from  preoccupation  with  a  single  tradition.  The  scholars  and  the 
teachers  kept  their  eyes  so  glued  on  the  past  that  they  could  not  learn  from  the 
movements  of  people  and  ideas  that  flowed  through  their  magnificent  city.  An  urban 
way  of  life  was  not  alone  enough  for  intellectual  creativity;  it  needed  a  vital  educa¬ 
tional  way  of  hfe: 

There  was  no  continuous  and  continuously  organized  system  of  university 
instruction  in  Constantinople,  even  though  the  city  was  the  centre  and  focus  of 
Byzantine  life.  ..  [Byzantine  scholars]  suffered  from  the  absence  of  a  con¬ 
tinuous  university  which  could  steadily  uphold  a  permanent  tradition  of  schol 
arly  inquiry  and  the  abiding  standards  of  truth  and  exact  science.^ 

By  contrast,  the  cathedral  schools  of  Western  Europe  were  beginning  to  flourish 
as  early  as  the  eleventh  century,  to  be  followed  by  the  university  form  of  organization, 
a  genuinely  new  type  of  educational  institution.  The  West  learned  a  great  deal  from 

Ernest  Barker,  Social  and  Political  Thought  in  Byzantium  from  Justinian  I  to  the  Last 
Palaeologus,  Clarendon  Press,  Oxford,  1957,  p.  2. 

^®lbid.,pp.  49-50. 
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Bvzantium;  but  eventually  it  struck  out  on  its  own.  During  the  early  Middle  Ages,  the 
West  was  almost  as  fascinated  by  the  encyclopedism,  the  compendia,  and  the  abridge¬ 
ments  in  Latin  as  the  Byzantines  were  in  the  Greek.  But  then  from  the  eleventh 
century  on,  the  West  avidly  turned  to  the  whole  range  of  classical  heritage,  not  just  to 
annotate  it,  but  to  absorb  and  assimilate  and  eventually  to  criticize  and  rework  it. 
Above  all,  they  grasped  at  the  science,  the  philosophy,  the  logic,  the  mathematics  of 
the  classical  tradition.  They  were  not  to  be  satisfied  with  simply  imitating  the  classical 
literature  of  poets  and  prose  writers.  Whhe  the  Byzantine  educators  were  dotting  the 
“i’s”  and  crossing  the  “t’s”  in  their  epilogue  to  Graeco-Roman  civilization,  the  Western 
educators  began  to  write  the  preface  to  Western  civilization.  But  first  they  had  to  learn 
the  language  and  the  basic  forms  of  thought  of  the  Graeco-Roman  heritage.  This  they 
did  in  the  propaedeutic  studies  of  the  early  Middle  Ages. 
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A.  PROPAEDEUTICS  TO  THE  RISE  OF  WESTERN 
CIVILIZATION  (500  A.D.-IOOO  A.D.) 

The  term  propaedeutic  has  a  formidable  and  antiquarian  ring  to  modern  ears.  Yet  it 
lo  TxaTdescribes  the  educational  characteristics  of  the  500  years  between  the 
Su”  of  the  Ronran  Empire  and  the  “rise”  of  Western  civilization  It  means  hterally 
“fo  teach  beforehand”  (pro-paUeuem).  and  in  the  English  plural  it  ^  come  to  mem 
the  preliminary  learning  or  preparatory  instruction  connected  with  any  art  or  science 
?i,e  education  of  the  West  in  the  500  years  of  the  early  Middle  Ages  was  p.eparuig  the 

ground  for  the  emergence  of  Western  civaization.  .  ™  f 

We  can  say  this  with  the  advantage  of  historical  hmdsight  The  men  ot  th 
European  Middle  Ages  would  not  have  put  it  that  way.  They  thou^t  of 
a  nart  of  the  ancient  world.  The  men  of  the  Byzantme  ages  also  thought  of  themselves 
L^part  of  the  world.  The  difference  was  that  the  Byzantines  remmed 

ancLts  while  the  western  Europeans  did  not.  They  were  laying  the  groundwork  for 
"r^r^ite  different  from  die  ancient  Graeco-Roman  civilization,  a  Western 
cSizatio;  which  their  successors  in  another  500  years  were  to  transform  once  agam 

“'“'Slr^Tef  a  p^lTem  for  the  history  of  education.  If  Graeco-Rom^  civ^ation 
ffenerahy  dismtegrated,  as  it  did,  around  500  A.D.,  and  if  Western  civilization  began  to 
ke  characteristic  form,  as  it  did,  around  1000  A.D.,  what  shall  we  say  of  education  m 
te  intwe^  500  and  1000  A.D.?  Shall  we  simply  say  tha 

those  unfortunate  years  loosely  referred  to  as  the  early  Middle  Ages,  were  educational 
?dTa  ”“.h.riey  we.e  jus.  m  the  “miridle”  bcwee.  two  really  importau. 
eras?  Conceptually,  either  is  unsatisfying  and  overlooks  recent  scholarsliip  in  European 
history. 
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Or,  shall  we  look  upon  this  period  as  “a  long  chapter  of  later  antiquity?’”  In 
this  case',  we  would  view  early  medieval  education  as  a  continuation  of  the  dispersion 
of  Hellenistic  education.  There  is  considerable  merit  in  this  approach,  especially  if 
one’s  primary  interest  is  in  tracing  forward  the  long-range  influences  of  Graeco-Roman 
civilization. 

Or,  shall  we  push  back  the  origins  of  Western  civilization  to  the  destruction  of 
the  Roman  political  and  economic  system  around  500  A.D.  and  view  the  early  Middle 
Ages  as  a  prodromal  or  gestatory  beginning  of  Western  civilization?  In  this  case,  early 
medieval  education  becomes  a  propaedeutic  to  the  rise  of  Western  civilization,  that  is, 
it  provided  the  preparatory  courses  of  study  and  the  preliminary  lessons  in  the  Latin 
language  that  western  Europeans  had  to  learn  before  they  could  build  their  own 
distinctive  forms  of  Western  education.  There  is  also  considerable  merit  in  this  view, 
especially  if  one  is  interested  in  tracing  backward  to  its  roots  the  origins  of  Western 
civilization.  Although  these  two  views  are  not  entirely  inconsistent,  I  believe  the  latter 
more  nearly  fits  the  requirements  of  scholarship  as  it  bears  upon  the  history  of 
education.  (See  Figure  3.2-The  Curve  of  Educational  Development  in  Graeco-Roman 
Civilization.) 

The  Survival  of  Graeco-Roman  Education 

The  emphasis  that  many  historians  have  put  upon  the  decline  and  fall  of  the  Roman 
Empire  gives  the  impression  that  everything  went  to  pieces  in  the  fourth,  fifth,  and 
sixth  centuries  in  the  West  and  that  there  was  nothing  but  anarchy,  confusion,  and 
hopelessness  for  several  centuries  thereafter;  hence,  the  persistence  of  the  term  Ddik 
Ages.  Although  the  Middle  Ages  had  its  share  of  cultural  dislocation,  political, 
economic,  and  religious  institutions  did  survive  and  adapt  to  the  barbarian  invasions  of 
the  sixth  to  the  eighth  centuries. 

In  the  course  of  the  Germanic  invasions  by  Ostrogoths,  Lombards,  and  Franks, 
the  center  of  political  authority  began  to  move  from  Italy  northward  to  the  Frankish 
kingdoms  in  France  and  Germany  which  were  gradually  consolidated  under  the 
leadership  of  the  Merovingian  kings.  On  Christmas  day  in  800  A.D.  when  Charlemagne 
was  crowned  emperor  of  the  Romans  by  the  Pope,  he  became  in  theory  the  legitimate 
successor  to  the  emperors  of  the  ancient  Roman  Empire.  As  such,  Charlemagne  was 
the  towering  political  figure  of  the  early  Middle  Ages,  reestablishing  the  authority  of  a 
strong  central  government  over  much  of  western  Europe,  improving  economic  and 
agricultural  life,  and  instituting  religious  and  educational  reforms.  It  was  a  period  of 
considerable  intellectual  and  educational  ferment. 

In  the  ninth  century  the  successors  of  Charlemagne  in  state,  church,  and  family, 
quarreling  among  themselves  for  control  of  the  Empire,  gradually  split  it  into  three 
large  parts:  the  western  Frankish  kingdom  ultimately  becoming  France,  the  eastern 
Frankish  kindom,  Germany,  and  the  rest,  Italy.  The  central  administration  could  not 
be  maintained  in  the  face  of  the  growing  strength  of  local  aristocracies  and  the  new 

^Frederick  B.  Artz,  The  Mind  of  the  Middle  Ages;  an  Historical  Survey:  A.D.  200-1500.  Knopf, 

New  York,  1953,  p.  3. 
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series  of  barbarian  invasions  in  the  ninth  and  tenth  centuries.  As  a  result,  lawlessness, 
insecurity  and  warfare  became  ever  more  common.  Safety  and  political  authority 
were  to  be  found  increasingly  in  the  hands  of  local  strong-men  who  had  land,  a 
well- fortified  castle,  and  subordinates  who  would  fight  for  them.  Political  authority 
devolved  into  the  hands  of  decentralized  feudal  lords  who  could  promise  some 
protection  against  marauders,  although  the  kings  continued  to  exercise  a  nornmal 
control  By  962  Otto  I  (the  Great)  was  strong  enough  to  conquer  Italy  and  establish 
himself  as  emperor,  reviving  the  theory  that  he  was  the  successor  of  Charlemagne  and 
thus  the  legitimate  heir  of  the  Roman  Empire.  In  theory  he  ruled  a  Latin  Christendom 
along  with°a  Roman  Pope,  the  division  of  powers  being  a  matter  of  almost  constant 

dispute  and  controversy  for  several  centuries. 

Meanwhile,  the  rise  of  Islam  in  the  Middle  East  was  eventually  to  exert  great 
influence  upon  Europe,  Africa,  and  much  of  western  and  southern  Asia.  After  the 
death  of  Mohammed,  who  had  been  able  to  conquer  most  of  Arabia  by  632,  a  series  ot 
successors,  or  caliphs,  strove  to  take  his  place  as  the  political  and  religious  leader  of  the 
Arabs  Because  of  the  military  weakness  of  the  Byzantine  Empire  and  the  superior 
fightino  qualities  of  the  Arab  horsemen,  the  caliphs  were  rapidly  able  to  spread  their 
pwer  beyond  the  borders  of  Arabia  to  Central  Asia  in  the  north,  to  India  in  the  east, 

and  across  northern  Africa  to  Italy  and  Spain  in  the  west.  _ 

From  the  eighth  to  the  twelfth  centuries  Islamic  civilization  displayed  a  vitalriy 
and  a  creativeness  that  radiated  out  from  the  Middle  East  in  all  directions.  Learriing 
quickly  from  the  Byzantines,  from  the  Persians,  from  the  Jews,  and  from  the  Hindus 
Moslem  scholars  turned  eagerly  to  the  task  of  absorbing  the  Greek  philosophy  and 
science  and  reconciling  it  with  the  tenets  of  Islam.  Whereas  Byzantine  scholars  seemed 
to  prefer  Greek  literature  above  all  else  in  Hellenism,  many  of  the  Arab  scholars 
seemed  to  prefer  Greek  science  and  philosophy.  They  borrowed  this  legacy  not  only 
from  Persia,  which  had  welcomed  the  Greek  philosophers  who  had  been  driven  out  of 
the  Byzantine  Empire  for  their  paganism,  but  also  from  the  HeUenistic  cities  which 
they  conquered  in  Syria,  Palestine,  and  Egypt.  Islam  added  to  these  its  own  great 
centers  for  the  cultivation  of  scholarship  as  well  as  religion. 

Elementary  schools  were  established  in  connection  with  the  mosques  in  order  to 
teach  Arabic  reading  and  writing  as  a  means  of  learning  the  Koran  thoroughly. 
Secondary  schools  for  the  study  of  grammar,  poetry,  the  sciences,  law,  and  history 
were  set  up  in  the  more  important  mosques  for  the  young  of  the  upper  classes 
Theological  centers  were  also  available  for  the  most  advanced  learning  in  the  chiei 
mosques  of  such  principal  cities  as  Medina,  Bagdad,  Damascus,  Jemsalem,  Alexandria, 
Cairo,  and  Cordoba.  Several  of  these  rivaled  the  Hellenistic  museums  and  research 


institutes  of  earlier  centuries. 

The  peak  of  intellectual  vigor  was  reached  in  the  tenth  and  eleventh  centuries, 
after  which  time  religious  reactionaries  gained  control  of  some  of  the  centers  and 
drove  out  those  scholars  interested  in  rationalistic  and  scientific  studies.  The  latter 
went  west  to  North  Africa  and  Spain  where  they  found  refuge  for  a  time  until  the 
conservative  influences  won  out  in  all  directions  from  approximately  the  fourteen 
century  onward.  The  florescence  of  Islamic  scholarship  came  at  just  the  time  when  the 
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West  Europeans  had  learned  their  preliminary  lessons  and  were  beginning  to  seek 
eagerly  for  all  they  could  fmd  out  about  the  Hellenic  past.  They  found  it  translated 
from  the  Greek  into  the  Arabic  and  added  to  by  the  Arab  scientists  and  philosophers 
themselves.  The  Westerners  pounced  upon  the  findings  (transmitted  and  original)  in 
astronomy,  physics,  mathematics  (algebra  and  trigonometry),  medicine,  chemistry, 
biology,  and  geography.  Fortunately  for  the  West,  they  appropriated  this  knowledge 
while  the  Arabs  were  at  their  peak  of  flexibility,  adaptability,  and  tolerance  and  before 
the  Seljuk  Turks  and  subsequently  the  Mongols  clamped  down  on  such  free-ranging 
intellectual  activity. 

But  we  are  ahead  of  the  story,  and  the  story  of  education  in  the  West  is  not 
altogether  clear.  What  seems  to  have  happened  in  general  is  that  the  Germanic  folk 
invasions  of  the  fifth  century  swept  away  Roman  schools  as  they  swept  away  the 
Roman  pohtical  and  economic  system,  first  in  the  outlying  provinces  and  later  in  the 
center.  So,  as  Britain  fell,  and  Spain,  and  the  Danubian  provinces,  so  did  their 
education  decline.  Then  Gaul  and  Africa  and,  finally,  most  of  Italy  succumbed  toward 
the  end  of  the  sixth  centry.  But  still  the  educational  process  went  on-sometimes  in 
schools,  sometimes  in  monasteries,  and  sometimes  in  the  homes  of  urban  professionals 
or  country  gentlemen. 

In  Italy  the  currents  of  Roman  hfe  continued  without  complete  interruption 
despite  the  long  period  of  invasions  and  disasters  that  beset  the  Empire  from  the  fifth 
to  the  seventh  or  eighth  century.  Especially  important  for  education  was  the  fact  that 
town  hfe  remamed  stronger  in  Italy  than  in  any  other  part  of  western  Europe.  The 
process  of  Latinizing  the  Germanic  peoples  who  swept  into  Italy  continued  apace, 
slower  in  some  periods  and  swifter  in  others.  One  of  the  principal  means  of  assimila¬ 
tion  of  the  Germanic  tribes  was  the  existence  of  the  secular  schools  that  had  been 
sponsored  by  the  later  Roman  emperors  and  the  Roman  towns.  The  Ostrogothic  king, 
Theodoric,  even  took  steps  to  reestablish  the  town  schools  during  his  reign  in  the  early 
sixth  century,  and  the  Lombard  kings  and  nobles  did  likewise  as  soon  as  conditions 
were  a  little  more  settled  after  the  disruptions  caused  by  their  coming  in  the  later  sixth 
century. 

Although  the  level  of  instruction  in  Itahan  schools  was  doubtless  low  in  the 
seventh  and  eighth  centuries,  some  secular  schools  continued  to  function  in  several  of 
the  principal  towns  of  Italy,  especially  in  the  south,  where  Byzantine  influence 
remained  strong  and  Lombard  rule  only  nominal.  Naples,  Ravenna,  Salerno,  and  Rome 
could  boast  of  classical  literary  education  throughout  the  early  Middle  Ages.  These 
secular  schools,  conducted  both  by  private  teachers  and  by  public  teachers  supported 
by  the  towns,  did  not  give  religious  instmction  but  emphasized  grammar  (including 
classical  literature),  rhetoric,  law,  and  medicine.  The  fact  that  such  scholars  as  Paul  the 
Deacon  and  Peter  of  Pisa  could  be  caled  from  Italy  to  the  court  of  Charlemagne  in  the 
ninth  century  shows  that  instmction  in  the  classics  had  persisted.  Salerno  was  men¬ 
tioned  as  a  center  of  medical  study  as  early  as  the  ninth  century,  and  in  825  the 
Emperor  Lothaire  I  published  a  decree  naming  eight  or  nine  Italian  cities  as  places 
ehgible  for  the  establishment  of  higher  schools  to  which  scholars  from  their  surround¬ 
ing  districts  could  go. 

Although  the  evidence  is  sparse,  there  is  reason  for  believing  that  some  secular 
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schools  also  continued  to  exist  during  the  early  Middle  Ages  in  northern  Europe  and  in 
North  Africa.  Certainly  the  druid  schools  of  Ireland  were  for  long  maintained 
alont^ide  the  Christian  monasteries.  In  France  the  schools  at  Chartres  probably  had 
their°origins  in  druid  schools  which  had  been  established  by  the  Celts  and  had  persisted 
until  refounded  and  stimulated  by  Charlemagne  in  the  late  eighth  and  early  ninth 
centuries.  Not  only  were  the  lines  of  scholarly  communication  kept  open  to 
Byzantium  from  Italy  but  also  to  North  Africa  where  Carthage  was  able  to  continue  its 
Latin  scholarship  under  the  Vandals,  Byzantine  rule,  and  the  Arabs  down  to  the 
eleven  til  century. 

Dispsrsion  of  Latin  Education  by  Royal  Initiative 

Not  only  did  Roman  education  collapse  from  the  periphery  of  the  empire  toward  the 
center  as  the  Germans  rolled  back  Roman  authority,  but,  curiously  enougli,  the 
revivals  of  education  under  religious  and  kingly  auspices  also  took  place  from  the 
periphery  inwards;  first  in  Ireland,  which  was  conquered  by  Christianity  but  not  by 
Rome;  then  in  Britain;  and  finally  in  Gaul  and  Germany.  After  Christianity  was 
brought  to  Ireland  in  the  late  fifth  century,  literary  education  followed  in  the  wake  of 
the  estabhshment  of  monasteries.  Some  Irish  monks  not  only  learned  Latin,  but  also 
Greek  and  Hebrew.  Having  had  no  direct  contact  with  Latin  as  a  living  language,  the 
Irish  became  acquainted  with  classical  civilization  solely  tlirough  the  study  of  books, 
word  lists,  digests,  dictionaries,  encyclopedias,  and  compendia.  They  did  remarkably 
well,  but  their  learning  was  bound  to  possess  more  than  a  touch  of  the  second  hand 
and  the  artificial.  The  Irish  monks  carried  their  classical  learning  and  their  Christianity 
to  northern  Scotland  in  the  sixth  century,  then  southward  to  England,  and  to  the 

continent  as  far  south  as  Italy.  j  ■  u 

By  the  seventh  century  the  English  had  picked  up  the  task  begun  by  the  Irish 
and  redoubled  the  mission  of  spreading  Latin  education  through  their  monastic 
schools.  The  British  scholars,  practical-minded  from  the  outset,  were  able  to  simplify 

the  teaching  of  Latin  grammar,  verse,  and  prose  and  adapt  it  to  a  people  to  whom  it 
was  a  wholly  ahen  tongue.  Donatus,  Cato,  and  Priscian  could  all  assume  that  their 
students  were  little  Latins  living  in  a  Latin  culture,  but  Bede  and  Alcuin  knew  that 
their  little  Britons  and  Anglo-Saxons  had  to  learn  Latin  in  a  different  way ,  as  a  second 
language. 

The  revival  of  British  education  in  the  seventh  and  eighth  centuries  was  a 
remarkably  international  phenomenon.  The  Anglo-Saxons  had  come  as  conquerors 
fron  the  east;  Irish  monks  came  in  from  the  west;  Scottish  monks  came  down  from 
the  north,  and  Italian  missionaries  sent  by  the  Pope  came  up  from  the  south.  When 
Pope  Gregory  the  Great  commissioned  Augustine  to  be  bishop  of  Canterbury  Cathe¬ 
dral  in  597,  it  was  the  beginning  of  a  fairly  continuous  exchange  between  Italy  and 
Britain  that  lasted  for  centuries  down  to  the  time  of  the  Renaissance.  Not  only  Italians 
came.  Theodore  of  Tarsus  who  presided  as  archbishop  of  Canterbury  in  the  late 
seventh  century  was  a  Byzantine  who  had  studied  at  Athens.  The  flow  of  scholars, 
priests,  monks,  and  m.anuscripts  speeded  enormously  the  early  Latin  education  of  the 
British.  A  notable  company  learned  their  lessons  well:  Bede.  Aldheim,  Boniface, 
Egbert,  Elbert,  Alcuin.  Thus,  when  Charlemagne  was  ready  to  concentrate  on  educa- 
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tion  as  a  foundation  for  the  development  of  his  new  empire,  he  turned  to  Alcuin  of 
York  to  be  the  head  of  his  palace  school  and  his  special  adviser  on  imperial  educational 
affairs. 

The  most  notable  of  the  efforts  by  kings  and  emperors  to  establish  schools  under 
their  jurisdiction  was  that  of  Charlemagne,  whose  political  attempts  to  establish  a 
strong  centralized  government  were  paralleled  by  his  interest  in  extending  education. 

He  required  the  clergy  to  improve  their  ability  to  read  and  write  and  to  raise  the  level 
of  their  scholarship  in  general  so  that  they  could  write  good  letters,  be  able  to 
calculate  the  date  of  Easter,  and  know  the  grounds  of  their  faith.  He  thus  required 
schools  for  teaching  reading  to  be  established  where  they  were  absent.  Abbots  and 
priests  were  to  be  examined  about  their  educational  attainments  by  their  bishops,  and 
corrupt  manuscripts  were  to  be  corrected  in  monastery  scriptoria.  In  response  to  this 
stimulus,  Bishop  Theodolphus  of  Orleans  ordered  his  priests  to  see  that  schools  were 
provided  in  every  town  or  on  every  feudal  manor  where  children  might  learn  to  read 
and  write  without  payment  of  a  fee. 

In  addition  to  this  general  stimulation  of  education  for  the  sake  of  improving  the 
religious  scholarship  of  the  clergy,  Charlemagne  recognized  that  he  needed  a  steady 
supply  of  trained  personnel  for  the  administration  of  his  empire.  To  this  end  he 
revived  the  palace  school  at  his  court  in  Aachen,  which  apparently  had  been  estab¬ 
lished  as  early  as  the  sixth  century  as  a  training  ground  for  the  priesthood.  But  now 
Charlemagne  wanted  a  different  kind  of  school,  one  that  would  train  civU  servants  as 
well  as  church  administrators.^ 

Charlemagne  chose  Peter  of  Pisa  from  north  Italy  to  be  the  head  of  his  palace 
school,  but  he  learned  to  his  chagrin  what  technical  assistance  advisers  have  often 
discovered  since:  Peter  was  not  interested  in  or  capable  of  doing  the  job  that 
Charlemagne  wanted  done.  Peter  was  interested  in  teaching  the  fine  points  of  Latin 
composition  and  literary  appreciation,  not  in  training  high-level  manpower. 
Charemagne  kept  Peter  on  as  an  adornment  to  the  intellectual  life  of  his  court,  but  he 
called  in  Alcuin  in  782  to  run  his  school  and  to  be  his  adviser  on  educational 
development. 

Alcuin  proved  to  be  as  happy  a  choice  as  a  technical  adviser  as  Peter  had  been 
unfortunate.  Education  was  finally  recognized  as  being  too  important  to  be  left  to  the 
odd  moments  of  a  preoccupied  clergyman  beset  by  all  the  tasks  of  running  a  church.  It 
had  to  be  turned  over  to  a  full-time  professional.  Alcuin,  working  at  the  task  for 
fourteen  years,  was  able  to  make  considerable  headway  in  developing  a  priesthood  that 
had  practical  competence  in  using  Latin.  He  wrote  textbooks  that  stressed  the  reading 
of  Latin  for  practical  as  well  as  religious  purposes,  not  as  an  exercise  in  the  literary 
appreciation  of  the  ancients.  He  wrote  dialogues  in  question  and  answer  form  that 
pupils  could  memorize  as  conversation  pieces.  He  did  not  launch  a  revival  of  learning 
in  the  humanistic  sense.  Instead  he  launched  an  organized  program  of  fundamental 
educational  development  upon  which  Western  Christendom  could  build  a  sound 
superstructure  of  Latin  scholarship  in  the  coming  centuries. 

As  the  revival  of  education  in  England  had  been  an  international  mix,  the 

^R.  R.  Bolgar,  The  Classical  Heritage  and  Its  Beneficiaries  from  the  Carolingian  Age  to  the  End  of 
the  Renaissance,  Harper  Torchbooks,  New  York,  1964,  p.  109. 
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Carolingian  Renaissance  was  even  more  the  result  of  an  intermingling  of  peoples  and 
ideas  deliberately  souglit  and  managed  by  Charlemagne  and  his  educational  adviser. 
Charlemagne  summoned  scholars  from  Ireland,  Spain,  and  Italy,  as  well  as  from 
England,  to  aid  in  preparing  a  learned  clergy  and  officialdom  for  church  and  state.  In 
general,  the  efforts  of  Charlemagne  and  Alcuin  loom  large  when  compared  with  those 
of  earlier  and  later  times.  Despite  weak  successors,  civil  war,  and  invasion,  learning  and 
schools  never  sank  as  low  after  the  time  of  Charlemagne  as  they  had  before  his  time. 

Under  Louis  the  Pious,  the  Irish  scholar  Clement  was  called  to  head  the  palace 
school.  Under  Charles  the  Bald,  who  ruled  the  western  part  of  the  Empire,  the  greatest 
scholar  of  his  time,  Johannes  Scotus  Erigena,  conducted  the  palace  school.  Under  this 
stimulus  a  provincial  church  council  meeting  in  Paris  in  824  decreed  that  bishops 
should  foster  schools  in  their  dioceses  so  that  church  scholars  might  know  better  the 
grounds  of  their  faith.  At  the  same  time  Lothaire  I,  who  ruled  the  central  and  Italian 
part  of  the  Empire,  issued  a  decree  directing  the  establishment  of  higher  schools  in 
several  Italian  cities.  Pope  Eugenius  II  saw  to  it  that  a  church  council  translated 
Lothaire’s  decree  into  practice  by  directing  his  bishops  to  establish  schools  in  their 
parishes  and  dioceses  for  the  teaching  of  grammar,  the  liberal  arts,  and  religious 
doctrine. 

Meanwhile,  in  the  German  part  of  the  Empire,  the  scholar  Rabanus  Maurus  was 
estabUshing  monasteries  and  schools  so  extensively  that  he  has  been  called  the 
“preceptor  of  Germany.”  When  Otto  the  Great  revived  the  concept  of  a  unified 
Roman  Empire  in  the  late  tenth  century,  he  installed  his  younger  brother  Bruno  as 
\irtual  head  of  aH  the  schools  in  the  Empire.  Bruno  made  the  palace  the  intellectual 
center,  much  as  Alcuin  had  done  for  Charlemagne.  He  stimulated  learning  in  the 
monasteries,  gathered  together  the  best  scholars,  and  collected  the  finest  manuscripts 
he  could  find. 

In  England,  royal  interest  in  education  was  spasmodic,  but  considerable  progress 
was  made  by  Alfred  the  Great  in  the  latter  part  of  the  ninth  century.  He  established  a 
palace  school  at  his  court  for  the  sons  of  the  nobility,  decreed  that  sons  of  the  wealthy 
should  attend  school  until  they  were  fifteen  years  of  age,  and  brought  to  England 
many  scholars  from  the  Continent.  Under  the  leadership  of  St.  Dunstan  schools  were 
established  in  the  churches,  as  well  as  in  monasteries,  in  order  to  foster  and  improve 
learning  among  the  priesthood. 

The  Clerical  Guardians  of  the  Schools  When  secular  authorities  actively  sponsored 
education,  they  operated  through  the  clergy.  When  kings  gathered  scholars  about 
them,  the  scholars  were  clerics;  and  when  kings  ordered  schools  to  be  established,  the 
schools  were  established  in  monasteries,  churches,  or  cathedrals  (with  the  exception  of 
the  palace  schools  themselves).  Thus  did  kings  and  emperors  occasionally  prod  the 
clergy  and  stimulate  educational  activity  in  the  church.  However,  the  direct  control  of 
most  schools  was  in  the  hands  of  the  clergy.  As  the  political  power  of  the  Carolingian 
emperors  declined  in  the  ninth  and  tenth  centuries,  the  Pope  and  the  church  councils 
began  to  take  more  and  more  independent  action  toward  the  encouragement  of 
schools  and  education. 

For  example,  the  Second  Council  of  Toledo  in  Visigoth  Spain  in  527  prescribed 
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that  boys  destined  for  the  clergy  should  be  instructed  m  the  cathedral  schools  under 
the  supervision  of  the  bishop.  A  hundred  years  later  the  fourth  council  at  To  edo 
Seated  the  injunction.  As  a  result  of  these  and  many  other  eltorts  the  bishops 
temselves  begin  to  teach  the  elements  of  literacy  in  their  cathedrals.  With  the 
asaopearance  of  the  traditional  Roman  schools  the  bishops  had  to  give  the  funda- 
Sntals  of  education  to  prospective  priests  as  well  as  theological  instruction.  The 
Cathedral  school  (or  episcopal  school)  was  the  result.  In  its  begmnmgs  in  the  sixth 
centurv  and  for  several  centuries  thereafter,  the  cathedral  school  was  basically  an 
elementary  school  for  teaching  the  literacy  and  music  required  for  conducting  church 

services  (hence  the  term  “song  school”).  u  u  ■  ro 

Then  as  Christianity  spread  to  the  countryside  and  as  the  urban  basis  of  Roman 
society  began  to  disintegrate,  the  church  devised  the  parish  system  to  cover  the  mral 
regions  and  the  villages.  This,  of  course,  meant  that  more  and  more  priests  were 
needed  for  the  ever  growing  web  of  parish  churches.  Obviously  the  bishop  m  bs 
cathedral  school  could  not  supply  the  number  needed  so  parish  priests  wmrld  have  to 
provide  education  for  their  own  localities.  The  second  Council  of  Vaison  (529)  urged 
parish  priests  to  assume  responsibility  for  educating  their  successors.  The  Council  of 
Lrida  (666)  applied  the  same  principle  to  Spain.  The  obligation  of  parish  churches,  ^ 
well  as  cathedral  churches,  to  maintain  schools  was  set  forth  time  after  tune  by  church 
councils  and  by  various  popes.  A  council  held  in  Rome  in  853  decreed  that  elementary 
instruction  should  be  given  in  all  parishes  and  that  schools  lor  instruction  m  the  liberal 
arts  should  be  established  in  all  cathedrals.  In  855  a  council  at  Valens  supported  tbs 
view  In  908  the  Bishop  of  Modena,  in  appomting  a  new  priest,  put  as  his  first  duty  the 
task  of  maintaining  a  school  and  educating  the  boys  under  his  jurisdiction. 

While  the  spread  of  parish  schools  did  not  provide  anything  like  a  universal 
system  of  education,  they  did  eventually  malce  education  more  available  to  a  wider 
spectrum  of  social  classes  than  the  Eastern  Church  had  done.  They  even  reached  the 
mral  regions  in  ways  that  the  urbanized  Greek  and  Roman  schools  had  not  done, 
be  sure,  the  fact  that  so  many  church  councils,  popes,  and  bishops  on  so  many 
different  occasions  issued  orders  for  increased  attention  to  schools  doubtless  me  n 
that  the  earlier  injunctions  had  been  neglected  and  that  new  pressure  had  to  be  exerted 
upon  a  reluctant  or  indifferent  clergy.  Nevertheless,  the  evidence  ol  the  intent  of 
church  is  clear,  and  eventually  the  network  of  schools  made  a  Latin  education  more 
and  more  accessible  to  those  who  were  destined  for  a  civil  career,  as  we  as  o 

headed  for  the^ckrgiportant  cathedral  schools  during  the  early 

Middle  Ages,  the  monastic  schools  dominated  the  educational  scene  of  Europe  tron 
the  sixth  to  the  tenth  or  eleventh  century.  From  the  ninth  century  on,  many  monas  k 
schools  included  instruction  for  boys  going  into  the  secular  priesthood  " 

Ufe  (extemi)  as  well  as  for  those  who  were  to  become  monies  {oblati).  ine  mos 
influential  of  the  monastic  groups  was  that  of  St.  Benedict,  an  Italian  mon  o  ^ 
sixth  century,  who  developed  at  Monte  Cassino  an  elaborate  scheme  of  regulations  o 
the  conduct  of  his  followers.  Benedictine  monasticism  spread  over  all  of  Italy  ny 
seventh  century  and  over  most  of  Europe  by  the  ninth  century.  At  its  peaR 
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Benedictines  maintained  several  thousand  monasteries,  from  which  came  a  great 
number  of  bishops,  popes,  scholars,  and  teachers. 

Of  necessity,  the  manual  and  agricultural  arts  were  often  highly  developed,  for 
monasteries  were  essentially  rural  institutions  that  had  to  be  largely  self-supporting  in 
the  subsistence  economy  of  the  early  Middle  Ages.  At  a  time  when  the  secular  branch 
of  the  church  was  not  yet  highly  organized,  the  monasteries  did  much  to  convert 
Western  Europe  by  spreading  the  gospel  through  their  missionaries.  They  were  also  the 
principal  literary,  artistic,  intellectual,  and  educational  centers  of  Europe  in  the  early 
Middle  Ages.  The  preservation  and  copying  of  ancient  manuscripts  became  one  of  their 
important  functions,  promoted  under  the  rule  of  constant  industry. 


The  Primacy  of  Transmission 

In  essence,  the  propaedeutic  for  the  early  Middle  Ages  was  learning  Latin  in  schools 
with  materials  produced  in  the  Hellenistic-Roman  genre  but  shaped  to  the  purposes  of 
teaching  nonliterate  Western  Europeans  a  written  language  and  a  culture  that  would 
enable  diem  to  function  as  Christian  clerics  in  both  church  and  state.  The  dispersion  of 
Graeco-Roman  education  may  have  been  a  phase  in  the  disintegration  of  Rome,  but  it 
also  exercised  a  fundamental  formative  influence  upon  the  West.  Westerners  did  not  at 
this  time  fundamentally  change  or  revise  the  classical  heritage;  they  simply  used  its 
basic  Latin  ingredients  to  enable  a  small  class  of  educated  elite  to  be  able  to  read  the 
Scriptures  and  religious  commentaries  and  administer  the  business  of  the  church. 
From  the  sixth  to  the  tenth  centuries  “transmission”  was  the  prime  order  of  the  day. 

Some  of  the  writers  of  the  early  medieval  period  who  transmitted  the  classical 
tradition  to  the  West  were  competent  and  careful;  others  were  dry  and  lifeless.  Usually 
considered  to  be  the  last  of  the  succession  of  classical  writers  that  began  with  Homer, 
Boethius  translated  much  of  the  best  Greek  science  and  philosophy  into  Latin.  His 
Consolation  of  Philosophy  provided  most  of  what  Western  Europe  knew  of  Greek 
thought  for  several  centuries.  Some  historians  consider  the  Roman  Boethius  of  the 
early  sixth  century  A.D.  to  be  the  “schoolmaster  to  the  Middle  Ages,”  as  Homer  was 

considered  to  be  schoolmaster  to  the  Greeks. 

Another  of  the  intermediaries  between  classical  and  medieval  scholarship  was 
Cassiodoms,  a  Christian  scholar  and  monk  who  contributed  to  the  preservation  of 
classical  and  patristic  writings  by  his  inauguration  of  manuscript  copying  m  the 
monasteries  in  special  rooms  known  as  scriptoria.  In  his  own  work,  Cassiodoms  wrote 
extensively  on  religious  topics,  history,  and  the  various  liberal  arts.  He  was  not  the 
scholar  that  Boethius  was,  but  he  put  much  material,  both  secular  and  religious,  into  a 
form  that  was  usable  by  the  church.  Both  Boethius  and  Cassiodoms  played  important 
roles  in  Latinizing  the  Ostrogoths  who  ruled  Italy.  Perhaps  even  more  influential  for 
the  future  of  education,  they  adopted  the  seven  liberal  arts  as  defined  by  Martianus 
Capella  in  the  fifth  century  but  rejected  his  paganism.  Cassiodoms  quoted  to  such 
good  effect  the  scriptural  text,  “Wisdom  hath  builded  her  house,  she  hath  hewn  out  her 
seven  pillars”  (Proverbs,  9:1),  that  church  educators  eventually  accepted  all  seven 
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liberal  arts  for  use  in  the  monastic  and  cathedral  schools.  When  Capella’s  seven 
bridesmaids  were  finally  given  house  by  Cassiodorus’  seven  pillars  the  medieval 
Lfinition  of  the  liberal  arts  was  established  in  sturdy  form  as  early  as  the  beginning  of 

the  ^as  Isidore  of  Seville,  a  Spanish  bishop,  who  compiled  an 

encvclonedia  caUed  the  Etymologies  which,  according  to  modern  standards,  is  lifeless 
and  duu!  containing  hundreds  of  excerpts,  terms,  and  definitions  arranged  according  to 
no  particular  order  or  system.  To  the  naive  and  uninstructed  iho  Etymologies 
have  been  welcome;  but  far  from  being  a  creative  reworking  of  classical  thought,  its 
barrenness  reflects  the  decline  in  scholarship  that  had  taken  place  by  the  seventh 
century  in  Spain.  In  contrast,  an  outstanding  scholarly  performance  in  England  was 
that  of  St  Bede  often  called  the  “father  of  English  learning,”  who  knew  Greek  and 
Hebrew  as  well  as  Latin.  He  wrote  on  music,  history,  biography,  science,  theology, 

pedagogy,  and  the  liberal  arts.  ^  ru  i 

Prior  to  the  eleventh  century  little  original  work  was  done  m  any  of  the  liberal 

arts  vet  their  main  task  was  no  less  than  the  Latinizing  of  Western  Europe.  By  and 
large  these  formidable  propaedeutic  goals  were  achieved  as  Latin  gradually  became  the 
unLrsal  medium  of  communication  and  discourse  among  educated  persons.  Grmmar 
was  consequently  the  most  important  of  the  liberal  arts  taught  in  the  schools  during 
the  early  Middle  Ages,  for  the  non-Latin  peoples  had  to  be  taught  the  rudiments  of 
Latin  in  order  to  be  able  to  take  part  in  the  religious  and  intellectual  life  of  the  times. 
The  grammars  by  Donatus  and  Priscian  and  the  reader  by  Cato  remained  the  influ- 

cntifll  texts. 

Rhetoric,  on  the  other  hand,  was  largely  in  eclipse  during  the  early  Middle  Ages. 
Although  it  maintained  its  place  as  one  of  the  recognized  seven  liberal  arts,  rhetoric 
lost  the  predominantly  oratorical  and  practical  character  it  had  achieved  as  the  hi^es 
of  the  liberal  arts  under  the  Roman  Empire.  In  the  popular  medieval  manuals  material 
was  condensed  from  Cicero  and  Quintilian,  but  their  emphasis  upon  the  public  uses  of 
rhetoric  was  reduced.  Rhetoric,  logic,  and  the  mathematical  arts  of  the  quadnvmmhad 
to  wait  until  the  later  Middle  Ages  for  their  real  influence  to  be  felt  again.  In  the  early 
Middle  Ages  the  all-inclusive  work  on  music  was  that  of  Boethius,  which  was  known 
nearly  everywhere  that  music  was  tau^t  as  a  liberal  art. 

Naturally,  propaedeutical  education  was  highly  bookish  in  character.  In  an  age 
when  books  were  so  scarce,  they  were  regarded  with  great  respect  and  even  reverence, 
for  the  written  word  was  viewed  as  the  essence  of  authority.  Submissiveness  an 
obedience  were  qualities  which  the  schools  set  out  to  instill  in  the  pupi  s.  ougti 
many  advanced  scholars  showed  critical  abilities,  initiative,  and  originality  these  were 
not  qualities  to  be  encouraged  in  young  students.  The  propaedeutics  of  t  e  ^  ® 

Ages  epitomized  reliance  upon  the  textbook.  If  a  teacher  had  one,  he  was  lucl^; 
perhaps  he  knew  little  more  than  was  in  it.  Indeed,  it  might  almost  be  said  t  a  a 
person  could  be  identified  as  a  teacher  by  the  fact  that  he  owned  a  textbooc  or  a 
memorized  one.  The  principal  practical  goal  of  education  was  the  ability  to  read  Latin, 
and  the  principal  method  used  was  memorizing  the  content  of  the  required  boo  s 
the  accompaniment  of  strict  discipline  and  corporal  punishment. 

Latin  syllables,  Latin  words,  and  the  rules  of  Latin  grammar  were  rea  y  6 
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teacher  and  dictated  to  the  pupil  from  Donatus,  Cato,  or  the  Latin  psalter  or  prayer 
hook.  Often,  no  doubt,  the  material  was  committed  to  memory  by  the  boys  without 
their  understanding  the  meaning  of  the  words.  Writing  may  sometimes  have^  been 
learned  too,  but  it  was  not  universally  taught.  Music  took  the  form  of  instruction  in 
the  accents’  of  words  and  training  in  singing  and  chanting  the  phrases.  The  fmger 
elements  of  arithmetic  and  some  simple  fundamental  operations  may  also  have  been 

^  When  there  was  httle  or  no  hterature  or  fund  of  knowledge  written  in  the 
European  vernaculars,  and  when  aH  knowledge  handed  down  by  the  church  was  in 
Latin,  learning  to  read  and  write  Latin  had  a  most  practical  value.  Without  it  one  could 
not  broaden  his  horizon  beyond  his  own  little  niche.  Nevertheless,  the  Latin  of  the 
church  was  a  foreign  language  to  the  Germanic  and  Celtic  peoples  of  Western  Europe. 

It  was  therefore  an  astonishing  achievement  to  whip  into  shape  countless  generations 
of  youths  who  must  have  found  the  learning  of  Latin  in  the  schools  always  a  difficult 
and  sometimes  a  distasteful  task: 

The  road  to  the  classical  heritage  has  always  lain  through  the  schools. . . . 
So  we  find  that  at  all  periods  the  majority  of  those  who  came  to  know 
something  about  the  classics  started  young  and,  even  if  they  later  became  great 
scholars  through  their  private  efforts,  acquired  the  beginnings  of  their  com¬ 
petence  through  the  daily  routine  of  the  classroom:  which  makes  the  routine  of 
primary  importance."^ 

By  the  end  of  the  tenth  century  the  Latinizing  of  the  West  was  completed.  The 
educated  class  of  Western  Europe  had  learned  its  preparatory  lessons  and  was  now 
ready  to  start  out  on  its  own.  Mere  repetition  and  imitation  were  no  longer  satisfying. 
Strict  limitations  confining  study  solely  to  those  parts  of  the  classical  literature  that 
bolstered  church  doctrine  or  the  training  of  clerics  were  no  longer  so  easily  acceptable. 
Secular  studies  in  law,  medicine,  natural  science,  mathematics,  philosophy,  logic,  and 
rhetoric  were  to  become  more  attractive  than  the  hterature  of  the  Church  Fathers. 
Genuine  assimilation  and  adaptation  and  reworking  of  the  knowledge  of  the  past 
became  the  new  order  of  the  day.  Boethius,  Cassiodorus,  Isidore,  Bede,  and  Alcuin 
gave  way  to  Gerbert,  John  of  Salisbury,  Peter  Abelard,  Roger  Bacon,  and  Thomas 
Aquinas.  From  the  eleventh  century  onward,  the  cathedral  school  and  then  the  univer¬ 
sity  replaced  the  monastery  as  the  chief  citadel  of  higher  learning.  The  propaedeutics 
were  completed;  the  education  of  the  West  was  ready  to  begin.  (See  Figure  5.1— t  e 
Curve  of  Educational  Development  in  Western  Civilization.) 


B.  CIVILIZATION  BUILDING  IN  THE 
WEST  (1000  A.D.-1400  A.D.) 

In  discussing  the  origins  of  the  Mesopotamian,  Egyptain,  and  Hellenic  civilizations  we 
identified  four  major  factors  at  work:  urbanization,  social  differentiation,  political 

"^Ibid.,  pp.  26-27. 


The  Curve  of  Educational  Development  in  Western  Civilization 


y 

\  /  \  e- 

\  /  N  / 


S  C  q 
1  ^  < 

o  o 


the  forma  tive  period  of  western  educa  tion 


157 


institutionalization,  and  literate  education.  It  will  come  as  no  surprise,  then  to  find 
the  same  general  factors  at  work  in  the  formative  period  of  Western  civdization  as  it 
bet'an  to  take  shape  in  the  eleventh  to  fifteenth  centuries,  although  here  w 
oS  ously  deep-seated  differences  as  weU  as  similarities.  Western  civilization  grew  up  m 
the  later  Middle  Ages  on  the  ground  of  an  extraordinarily  powerful  and  bn^liv  d 
civilization  whose  forms  had  disintegrated  but  whose  influence  never  entirely  dis- 

'^^''Saeco-Roman  cities  and  towns  were  widely  destroyed  in  northern  Europe  but 
an  urb^an  way  of  life  was  never  whoUy  snuffed  out,  especially  m  ItMy.  The  specia^a- 
tion  inherent  in  the  differentiated  occupations  of  town  and  country  declined  marked  y 
“the  ear  ?  Mddle  Ages,  but  traffic  in  goods  and  ideas  with  the  East  never  eritirely 
"opped  1  political  institutions  of  the  Empire  disintegrated  but  the  ideal  of  a 
central  political  authority  was  kept  ahve,  however  famtly ,  m  the  Roman  “d 

Charlen?a»ne’s  empire,  as  well  as  in  Byzantium.  And  though  many  education^  institu- 
tons  disappeared  as  cities,  specialization,  and  political  authonty  crumbled,  me^s 
of  schooUno  continued  to  be  nourished  by  urban  remnants,  by  persistmg  pohtical 
authorities  °and  by  the  church  itself.  Indeed,  as  Christendom  embraced  the  Graeco- 
Romarcorpus  of  knowledge  for  its  own  purposes,  it  handed  down  educational 
traditions  which  eventually  broke  the  strings  that  bound  them  to  the  church  an 

revival  of  urbanization  as  cities  and  commerce  grew;  (2)  a  growmg  social  differen 
tion  fhat  ranged  across  all  levels  of  society  and  was  especiaUy  colored  by  the  S^dd  type 
of  corporate  association;  (3)  a  pohtical  institutionahzation  that  saw  a  four-w  tng  « 
war  between  feudalism,  universal  Christendom,  nionarclues  and  city^ 

r4t  a  svstematizino  of  educational  institutions  that  began  to  serve  secul  , 
- X'»s  clienteles  «,a.  pto.ed  to  be  let^e,  and  mote  varied  than 

those  of  any  prior  civilization. 

Urbanization  and  Social  Differentiation 

to  .e«"  European  trade  and  commetee  had  been  local  attaiis  n,  me  early  Middle 
A^s  but 'as  eat^  as  the  tenth  centory  the  Italian  cities  of  Venice.  Genoa  md  Pis 
toV  the  lead  in  reviving  an  East-West  trade  which  was  given  further  stimulus  by  the 
CmLto  their  fleets,  sea  routes,  and  bnowled^.  In  the  twdfth  and 

thirteenth  centuhes  a  great  upswing  in  commerce 

Itahan  cities  and  then  by  caravan  on  nvet  routes  mto  the  rest  of  Europe 

distribution  at  local  fairs  and  marketplaces.  imnortance  and 

From  the  twelfth  century  on,  towns  grew  rapidly  m  number,  iinportance 
size  in  aU  parts  of  Western  Europe,  creating  greater  demand  for  ^gnculturd  products^ 

So  forests  were  cut.  swamps  drained,  and  agricultural  “"'I"'*  taTaSd^o 

use  of  fertiliaer  and  crop  rotation.  As  a  result,  the  popula  mn  o 

rapidly  that  it  is  estimated  that  by  1350  it  was  greater  than  it  Md  been  under 

rLu  Empire.  Freedom  was  enhanced,  for  if  a  «rf  could  get  to  a  tom 

year  and  a  day,  he  became  legaly ,  as  weU  as  practically,  tree.  AH  m  all,  an  astomshmg 
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energy  versatflity,  and  vitality  went  into  the  constitution  of  towns  and  cities  in  the 
thirtrektli  century.  Cities  were  a  major  source  of  increasing  secularization  and  interest 

in  the  everyday  affairs  of  this  world.  .  ,  ,  .  r  ■ 

OnG  of  tli6  most  pervasive  features  of  medieval  urbanization  was  the  forming  ot 

soecialized  associations  for  the  mutual  protection  and  welfare  of  persons  who  had 
cLmon  interests.  This  social  grouping  for  differentiated  purposes  characterized 
nearly  all  aspects  of  Western  life,  from  church  choirs,  clergymen,  scholars,  knights,  and 
soldiers  to  merchants  and  artisans  of  all  types.  Particularly  important  in  the  urbaniza¬ 
tion  process  was  the  formation  of  merchant  and  craft  guilds.  Merchant  guilds  origi- 
nated  as  traders  banded  together  for  their  travels  from  market  to  market.  As  these 
<niilds  oarnered  a  monopoly  on  foreign  trade  and  obtained  the  legal  right  to  such 
monopoly  from  the  feudal  lords,  they  in  turn  influenced  the  development  of  munici¬ 
pal  governments.  From  these  beginnings  the  merchants  rapidly  grew  m  wealth  and 
power  until,  as  the  middle  class,  they  made  their  way  into  the  privileged  company  of 
dre  leading  aristocracy  and  clergy.  The  winning  of  power  by  the  merchant  class  was  a 
notable  step  in  the  process  of  political  participation  which  marked  the  later  Middle 

Asss 

'  The  craft  guilds  arose  somewhat  later  for  the  purpose  of  regulating  the  manufac¬ 
ture  of  goods.  By  the  thirteenth  century  they  had  appeared  in  almost  every  city  of 
northern  Europe.  Artisans  organized  themselves  into  distinctive  groups  according  to 
their  craft  specialties  in  order  to  protect  themselves  from  shoddy  work,  low  prices,  and 
inferior  workmanship  and  to  gain  a  monopoly  of  production.  Within  the  circle, 
however,  the  effort  was  made  to  provide  equality  for  all  members  and  to  achieve 
stability  to  such  an  extent  that  advertising,  cutting  prices,  and  instituting  technical 
improvements  were  considered  disloyal  and  were  thus  prohibited.  The  guilds  also  had  a 
rehgious  and  fraternal  aspect.  They  often  maintained  altars  in  the  churches  or  sup¬ 
ported  priests  of  their  own.  They  helped  the  poor,  the  sick,  and  the  aged;  they  built 
roads  and  schools;  and  they  even  organized  military  defenses. 


From  Feudalism  to  National  State 

From  the  middle  of  the  tenth  century  onward  the  recurrent  invasions  and  migrations 
of  warlike  folk-society  peoples  in  western  Europe  began  to  taper  off,  and  a  greater 
measure  of  internal  security  and  peace  began  to  seem  possible,  not  so  much  by  t  e 
reestablishment  of  a  single  imperial  rule  over  all  Europe  as  by  particularized  local 
efforts.  Thus  arose  feudalism  in  the  wake  of  Charlemagne’s  faltering  empire.  From  the 
tenth  to  the  thirteenth  centuries  an  enormously  complex  and  variegated  skein  ot 
personal  and  political  relationships  was  worked  out  by  medieval  kings,  nobles,  and 
lawyers.  Joseph  R.  Strayer  and  Rushton  Coulborn  describe  feudalism  in  general  as 
follows; 


Feudalism  is  primarily  a  method  of  government,  not  an  economic  or  a 
social  system,  though  it  obviously  modifies  and  is  modified  by  the  social  ana 
economic  environment.  It  is  a  method  of  government  in  which  the  essential 
relation  is  not  that  between  ruler  and  subject,  nor  state  and  citizen,  but  between 
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lord  and  vassal.  This  means  that  the  performance  of  political  functions  depends 
on  personal  agreements  between  a  limited  number  of  individuals,  and  that 
nolitical  authority  is  treated  as  a  private  possession.  Since  personal  contacts  are 
so  important  in  feudal  government,  it  tends  to  be  most  effective  at  the  local  eve 
where  such  contacts  are  easy  and  frequent.  Since  political  power  is  personal 
rather  than  institutional,  there  is  relatively  Uttle  separation  of  functions;  the 
military  leader  is  usually  an  administrator  and  the  administrator  is  usua  ly  a 
judge.  Military  functions  are  prominent  in  most  feudal  societies,  especially  m 
their  beginnings.® 

The  system  of  class  stratification  that  grew  up  in  Europe  as  a  result  of  feudal  ties 
bound  nobles  together  as  vassal  to  lord  and  bound  unfree  serfs  to  work  the  land  for 
nobles.  Churchmen  and  nobility  made  up  the  two  aristocratic  upper  classes,  often 
referred  to  as  the  first  and  second  estates,  and  the  lower  classes  made  up  all  the  rest  ot 
the  people,  most  of  whom  were  unfree  serfs.  In  the  later  Middle  Ages  the  growth  of 
commerce  and  the  rise  of  towns  made  possible  the  appearance  of  a  middle  class  with 
rights  above  those  of  the  unfree  serfs  but  below  those  of  the  aristocracy.  The  middle 
classes  of  merchants,  traders,  and  craftsmen  became  the  nucleus  of  the  third  estate. 

On  its  positive  side,  feudalism  bequeathed  to  modern  Europe  a  tradition  or 
political  contract  and  reciprocity  of  obligations.  The  king  was  entitled  to  comman 
obedience  only  so  long  as  he  fulfdled  his  side  of  the  contract.  On  the  negative  side, 
Europe  was  saddled  with  an  entrenched  and  hereditary  aristocratic  class  set  apart  from 
the  common  people  by  distinctions  that  marked  all  aspects  of  life,  including  educa¬ 
tional  opportunity.  After  compaiing  the  role  of  feudalism  in  the  major  civilizations  o 
the  world,  Coulborn  came  to  this  conclusion;  “The  place  of  feudalism  in  history  ...  is 
that  of  a  very  important  political  device  for  the  revival  of  a  declining  civilization,  and 
for  the  extension  of  civilization  to  new  peoples  not  formerly  civilized.” 

The  idea  of  a  universal  political  authority  would  not  die.  Innocent  III,  exerting 
more  secular  power  than  any  other  pope  before  or  after  his  time,  believed  that 
Christendom  should  be  a  great  unified  commonwealth  with  the  pope  at  the  head, 
inspiring  governments  everywhere  to  righteousness.  In  his  view,  the  pope  was  clearly 
superior  to  secular  authorities;  he  was  successor  of  Peter  and  feudal  overlord  of  all 
kin^s.  Innocent  III  joined  with  the  Lombard  cities  of  northern  Italy  against  Emperor 
Frederick  II  in  a  struggle  that  weakened  the  Empire  and  kept  Germany  and  IMy  so 
divided  within  themselves  that  strong  centralized  governments  could  not  be  established 

in  those  countries  until  the  nineteenth  century. 

In  contrast,  the  national  monarchies  in  France  and  England  became  ever  more 
powerful  in  their  contests  with  the  feudal  nobility  on  the  one  side  and  the  papacy  on 
the  other.  Outstanding  among  the  French  kings  who  made  such  gams  were  Philip  II 
(Augustus),  who  conquered  many  of  the  lands  in  France  still  claimed  by  the  Norman 
kings  of  England;  Louis  IX  (St.  Louis),  who  gave  France  a  long  period  of  peace  and 


®Rushton  Coulborn  (ed.),  Feudalism  in  History,  Archon  Books,  Hamden,  Conn.,  1965,  pp.  4-5. 
*lbid.,  p.  383. 
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improved  the  courts  of  law  throughout  the  country;  and  Philip  IV  (the  Fair),  under 
whose  rule  the  Estates-General  began  to  take  shape. 

The  kings  of  England  likewise  made  headway  in  unifying  their  country.  Begin¬ 
ning  with  William  the  Conqueror,  the  Norman  rule  established  a  highly  centraHzed  and 
effective  central  government;  yet  when  King  John  was  forced  to  sign  the  Magna  Charta 
in  1215,  the  English  nobility  gave  notice  that  they  did  not  intend  to  be  brought  under 
the  king’s  rule  without  a  struggle.  Under  Henry  III  the  great  council  was  expanded  to 
include  representatives  from  the  principal  towns  as  well  as  members  of  the  nobility.  At 
the  end  of  the  thirteenth  century,  under  Edward  I,  representatives  of  the  middle 
classes  were  admitted  and  shape  was  being  given  to  English  parliamentary  government. 
The  House  of  Commons,  made  up  of  middle-class  representatives  from  the  cities  and 
the  landowning  gentry  from  the  rural  sections,  became  more  representative  of  the 
whole  country  at  an  earlier  date  than  did  the  Estates-General  in  France.  Furthermore, 
a  spirit  of  national  consciousness  was  heightened  as  the  common  man  felt  himself  an 
integral  part  of  the  nation  because  he  had  fought  in  the  Hundred  Years  War  as  afoot 
soldier. 

Attacks  upon  the  papacy  by  the  kings  grew  in  intensity  during  the  fourteenth 
century.  The  principal  contest  involved  Pope  Boniface  VIIl  and  King  Philip  IV  of 
France.  Boniface  issued  a  series  of  papal  bulls  in  which  he  exhorted  his  clergy  not  to 
pay  taxes  to  the  kings,  denied  the  right  of  secular  courts  to  try  the  clergy,  asserted  his 
complete  sovereignty  over  all  secular  rulers,  and  specifically  declared  Plulip  IV  de¬ 
posed.  Philip  IV  in  turn  sent  his  agents  to  Italy  to  capture  Boniface  and  demand  that 
he  quit  the  papacy.  The  result  of  the  whole  episode  was  a  terrible  fall  in  the  prestige  of 
the  papacy. 

Movements  for  Reform  of  the  Church.  By  the  beginning  of  the  fifteenth  century 
attacks  upon  the  church  were  being  delivered  from  still  other  directions.  Not  only 
were  secular  rulers,  kings,  and  emperors  trying  to  extend  their  political  authority  at 
the  expense  of  the  church,  but  peasants  were  seething  with  discontent,  and  the  middle 
classes  were  restless  under  the  taxes  and  tithes  that  were  expected  by  the  church. 
Moreover,  from  within  the  church  itself  came  the  cry  that  clergymen  were  so 
incredibly  worldly  and  rich  that  their  neglect  of  religious  duties  required  radical 
reform. 

John  Wycliffe,  a  teacher  of  theology  and  philosophy  at  Oxford  in  the  fourteenth 
century,  attacked  papal  authority,  urged  the  direct  responsibility  of  the  individual  to 
God,  and  sponsored  the  translation  of  the  Bible  into  English  so  that  all  could  read  it. 
His  folowers,  known  as  Lollards,  followed  his  ideas  with  a  petition  to  Parliament  in 
1395  to  enact  a  series  of  church  reforms.  Parliament  not  only  paid  no  attention  to  the 
petition  but  was  induced  to  pass  a  law  in  1401  for  the  burning  of  heretics.  In  1408  the 
Archbishop  of  Canterbury  issued  a  series  of  decrees  prohibiting  the  publication  of 
Lollard  books  and  the  English  translation  of  the  Bible  without  the  license  of  the 
bishop  concerned.  Wycliffe  was  born  a  century  too  soon. 

The  church  also  came  under  attack  in  the  fourteenth  century  from  the  propo¬ 
nents  of  the  rising  national  states.  One  of  the  outstanding  exponents  was  Pierre 
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Dubois,  royal  advocate  to  Philip  IV  of  France,  whose  chief  work,  The  Recovery  of  the 
Hofy  Land,  argued  that  the  church  should  give  up  its  secular  ambitions  and  leave  all 
matters  of  secular  authority  to  the  state.  Interestingly,  Dubois  proposed  an  elaborate 
plan  to  educate  a  carefully  selected  group  of  young  people  to  be  educational  emissaries 
to  the  Holy  Land.'^  After  studying  Latin  grammar  intensively  from  the  age  of  four  to 
twelve,  they  were  to  go  to  a  secondary  school  to  study  Greek,  Arabic,  and  logic.  At 
age  fourteen  they  were  to  be  introduced  to  natural  philosophy,  moral  philosophy,  and 
even  medicine,  law,  and  theology.  Dubois  must  have  been  one  of  the  first  to  believe 
that  an  encyclopedic  education  was  necessary  for  a  well-prepared  technical  adviser, 
colonial  administrator,  or  missionary. 

While  the  church  and  the  state  quarreled  about  whose  authority  should  be 
supreme  in  the  lives  of  men,  some  men  began  to  assert  the  right  of  the  individual  to 
throw  off  the  unwarranted  restraints  of  both  in  order  to  develop  his  own  personality 
in  all  its  aspects-creative,  artistic,  emotional,  and  physical,  as  well  as  intellectual. 

Despite  his  deeply  grounded  Christianity,  Francis  Petrarch  preeminently  re¬ 
flected  the  secular  temper  of  individualism  in  his  expression  of  the  intense  emotions  of 
poet  and  writer  struggling  with  the  loves  and  hates,  the  successes  and  frustrations,  the 
attractions  of  the  natural  and  supernatural  which  welled  up  in  die  personal  lives  of 
people.  Seeking  to  free  human  individuality  from  the  restricting  demands  of  church, 
guild,  manor,  and  monastery,  Petrarch  claimed  diat  the  best  portrayal  of  the  perfec¬ 
tion  and  development  of  human  nature  was  to  be  found  in  the  classical  literature  of 
Greece  and  Rome.  As  the  initiator  of  a  specialized  interest  in  the  Latin  classics, 
Petrarch  despised  the  principal  medieval  instruments  of  knowledge.  He  passed  over 
logic,  philosophy,  science,  law,  and  medicine  and  turned  to  emulate  the  Latin  style  of 
the  ancient  writers,  especially  Vergil  and  Cicero.  In  his  desire  to  reestablish  the  glory 
of  the  Roman  Empire,  he  was  indefatigable  in  his  search  for  classical  manuscripts;  he 
edited  many  of  them,  using  only  pagan  sources  as  his  authority;  and  he  became 
acquainted  with  nearly  all  the  accessible  Latin  authors.  Petrarch  was  a  forerunner  of 
the  humanists  of  the  fifteenth  century,  as  Wycliffe  was  of  the  Protestant  reformers  of 
the  sixteenth  century  ,  and  Dubois  of  the  partisans  of  the  nation-state  in  the  seven¬ 
teenth  century. 

Despite  restlessness  with  the  role  of  the  church  in  medieval  life  stemming  from 
kings,  emperors,  reformers,  and  assorted  protesters,  the  church’s  resources  and  appeal 
to  the  faithful  were  enormous.  This  appeal  was  by  no  means  simply  political, 
intellectual,  or  doctrinal.  It  was  the  appeal  of  a  religion  of  the  heart,  as  well  as  one  of 
authority  and  obedience.  The  retreat  of  the  Benedictine  monks  to  their  monasteries  in 
the  eleventh  century,  and  the  decline  of  other  monastic  orders  in  the  face  of 
urbanization  left  the  way  open  for  a  new  kind  of  ministering  to  the  needs  of  the 
people.  This  need  was  met  by  the  mendicant  friars,  especially  the  Franciscans  and 
Dominicans. 

St.  Francis  of  Assisi,  responding  to  the  demands  of  the  time,  determined  to  go 

q 
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abroad  among  the  people  as  Jesus  had  done,  helping  the  poor,  healing  the  sick  and 
preaching  the  gospel  of  love.  Soon  after  the  year  1200,  St.  Francis  gathered  about  him 
a  fev/  apostolic  followers,  and  in  a  few  years  he  had  organized  several  thousand 
members  into  the  Friars  Minor,  or  Minorites.  The  ruling  ideas  of  St.  Francis  included 
the  determination  to  imitate  the  life  of  Jesus  as  closely  as  possible;  a  belief  in  the 
latent  goodness  of  all  men  to  be  developed  through  the  power  of  Christian  love;  a  life 
of  poverty  as  the  best  way  to  serve  God;  an  acknowledgment  of  the  duty  of  joyfulness- 
and  love  of  all  the  beings  of  nature  as  creatures  of  God.  In  general,  the  Franciscans  did 
great  service  to  the  church  by  reconciling  the  masses  of  the  people  through  the 
example  they  set  of  returning  to  the  humble  and  simple  spirit  of  ancient  Christianity. 

St.  Dominic,  on  the  other  hand,  was  a  severe  ascetic,  noted  for  the  rigor  of  his 
life  and  for  his  administrative  activities  in  organizing  the  Dominican  friars.  Like  the 
Franciscans,  the  Dominicans  abandoned  the  idea  of  monastic  seclusion  and  went 
among  the  people  to  live  in  poverty,  especiaUy  in  the  cities.  Profiting  from  St. 
Dominic’s  genius  for  organization,  the  Dominicans  soon  became  a  powerful  and 
centralized  agency  of  the  church.  They  began  to  flood  into  the  universities  in  the 
belief  that  an  educated  clergy  was  necessary  if  they  were  to  fulfill  their  spiritual  and 
educative  mission.  The  mendicant  orders  to  whom  the  mantle  of  innovation  within  the 
church  had  fallen  eventually  became  the  principal  instruments  for  the  spread  of  Latin 
Catholic  education  not  only  throughout  Europe  but  to  Africa,  Asia,  and  America. 


C.  THE  EMERGENT  FORMS  OF  WESTERN  SCHOOLING 

The  ferment  that  characterized  Western  civilization  building  in  the  later  Middle  Ages 
was  reenacted  in  the  field  of  education.  Popes,  bishops,  priests,  and  monks  continued 
to  exercise  control  over  schools,  but  kings,  nobles,  merchants,  artisans,  town  govern¬ 
ments,  and  mendicant  friars  got  into  the  educational  act  with  increasing  relish  and 
fervor. 

Oiurch  Schools 

The  basic  character  of  instruction  for  learning  Latin  in  the  elementary  schools  of 
cathedral  and  parish  churches  did  not  change  radically  in  this  period.  The  new  factor 
arose  as  the  political  quarrels  between  kings,  church,  and  cities  spilled  over  into 
struggles  for  the  control  of  schools.  Just  as  modern  nations  have  realized  that 
economic  and  poHtical  development  rests  in  large  part  upon  the  power  of  education, 
so  the  early  rulers  of  the  West  began  to  realize,  however  dimly,  the  importance  of  this 
relationship.  Although  the  church  maintained  its  strong  position  in  the  face  of  protest 
^d  dissent,  definite  gains  were  made  by  kings  and  towns  in  establishing  and  maintain¬ 
ing  schools.  This  was  not  a  time  when  comprehensive  state  school  systems  were  set  up, 
but  the  groundwork  was  being  laid  for  national  systems  which  would  eventually 
consist  of  vernacular,  or  elementary,  schools  for  the  ordinary  people  and  classical,  or 
secondary,  schools  for  the  upper  classes. 

The  medieval  pattern  of  school  control  centered  in  the  church  with  the  pope  in 


the  forma  five  period  of  western  educa  tion 


163 


supreme  authority  but  with  local  administration  of  education  in  the  hands  of  the 
bishop  for  his  diocese  or  delegated  by  him  to  his  scholasticus.  The  licensing  of  teachers 
came  from  these  officials,  who  exerted  general  supervision  over  the  schools  in  their 
jurisdiction.  The  Third  Lateran  Council  in  1179  decreed  that  every  cathedral  church 
should  have  a  master  not  only  assigned  to  teach  boys  who  wished  to  become  clerics 
but  also  to  teach  without  fee  poor  children  whose  parents  could  not  afford  to  pay  for 
the  instruction.  Free  schools  were  also  to  be  maintained  in  other  churches  and 
monasteries.  Licenses  to  teach  should  be  granted  only  on  the  basis  of  proper  qualifica¬ 
tions  and  should  not  be  for  sale. 

As  cities  grew,  it  became  necessary  to  locate  schools  in  outlying  parishes  and  in 
different  parts  of  town,  because  it  was  difficult  for  children  to  travel  from  the 
outskirts  to  the  central  church.  Conflicts  over  the  management  of  new  schools  arose 
between  church  officials,  who  felt  that  the  control  of  education  was  properly  theirs, 
and  secular  agencies,  which  began  to  lay  claim  to  the  right  to  establish  and  maintain 
schools.  Among  these  agencies  were  town  governments,  secular  rulers,  private  teachers, 
and  voluntary  associations  of  persons  who  wished  to  endow  schools  for  charitable 
purposes. 

Town  Schools 

Italian  towns  continued  to  maintain  their  schools  throughout  the  Middle  Ages,  some 
of  them  exhibiting  more  or  less  continuity  with  their  original  foundations  in  the  days 
of  the  Roman  Empire.  With  the  acceleration  of  trade  in  the  tenth  and  eleventh 
centuries,  attention  to  secular  learning  increased.  Villani’s  Chronicle  estimates  that  by 
the  middle  of  the  thirteenth  century  there  were  between  8,000  and  10,000  children 
learning  to  read  in  the  schools  of  Florence;  there  were  also  six  schools  in  which  1,000 
to  1,200  children  were  learning  arithmetic;  and  there  were  four  advanced  schools  were 
550  or  600  children  were  learning  grammar  and  rhetoric.  Likewise,  in  Siena  before 
1250  several  masters  were  employed  by  the  republic  to  give  instruction  in  grammar, 
medicine,  and  law  in  an  effort  to  reval  the  schools  at  Bologna  and  Padua.  The  estimate 
has  also  been  made  that  in  this  period  there  were  some  seventy  theachers  of  reading  in 
Milan,  along  with  eight  teachers  of  grammar.  One  can  infer  from  this  that  many  of  the 
Italian  cities  were. rivaling  each  other  in  providing  schools  under  the  control  of  the  city 
authorities. 

The  movement  for  town  control  of  schools  also  took  place  in  northern  Europe. 
In  Germany  during  the  thirteenth  century,  for  example,  many  towns  were  taking  steps 
to  establish  schools  under  the  control  of  municipal  authorities;  similar  steps  were  being 
taken  in  the  Netherlands  and  to  a  lesser  degree  in  France.  In  general,  these  schools 
were  rehgious  in  aim  and  Latin  in  content,  representing  not  so  much  an  effort  to 
establish  secular  instruction  as  simply  to  exert  civil  control  over  religious  schools.  The 
continuity  of  secular  schools  was  not  nearly  so  clear  in  northern  Europe  as  it  was  in 
Italy,  but  nevertheless  the  growth  of  interest  in  town  control  of  education  reflected 
the  growing  economic  and  political  power  of  the  middle  classes  in  medieval  life. 

In  Germany  severe  struggles  arose  between  the  church  officials  and  the  town 
authorities  concerning  whether  or  not  the  towns  could  set  up  schools  under  their  own 
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jurisdiction.  Gradually,  the  towns  won  the  right  to  establish  schools  by  appealing  for 
support  either  to  the  local  ruler  or  to  the  pope  over  the  head  of  the  local  bishop.  The 
foundations  of  Germany’s  characteristic  public-parochial  system  were  being  laid  as  the 
town  and  church  reached  agreements  for  joint  operation  of  the  schools.  Often  the 
priest  would  do  the  teaching,  but  the  town  would  pay  his  salary  and  looked  upon  him 
as  a  public  official.  As  many  of  the  Netherlands  towns  won  freedom  from  the  control 
of  the  feudal  nobihty,  they  also  began  to  assert  their  rights  to  build  schools  and  to 
choose  and  pay  teachers. 

Private  Schools 

In  the  later  Middle  Ages  there  is  evidence  that  individuals  and  groups  began  to 
establish  schools  that  were  not  directly  responsible  either  to  public  authorities  or  to 
the  church.  The  most  important  of  these  were  the  chantry  schools  and  the  guild 
schools.  A  chantry  school  was  most  likely  to  be  established  by  a  wealthy  person  who 
wished  to  endow  a  foundation  to  support  a  priest  to  chant  masses  for  the  salvation  of 
his  soul  after  death.  At  first,  the  teaching  function  of  the  chantry  foundation  may 
have  been  more  or  less  incidental  to  the  work  of  the  priest,  who  usually  gathered  some 
boys  together  to  form  a  choir  for  the  Latin  services.  Later,  the  school  often  became  an 
integral  or  even  principal  part  of  the  original  foundation  in  which  education  was  the 
prime  motive,  not  simply  incidental  to  the  religious  function  of  the  chantry.  Likewise, 
as  the  guilds  became  important  factors  in  town  life,  tliey  often  appointed  a  priest  to 
teach  the  children  of  the  guOd  members  in  a  Latin  school.  These  guild  schools, 
sponsored  primarily  by  the  merchant  guilds,  were  regular  Latin  grammar  schools,  not 
to  be  confused  with  the  vocational  preparation  provided  hi  the  apprenticeship  system 
of  the  craft  guilds.  These  chantry  and  guild  schools  founded  in  the  later  Middle  Ages 
began  the  pattern  of  private  control  of  education  that  was  later  to  become  so 
important  in  England  during  the  Renaissance  and  Reformation  periods.  The  first  of 
the  English  public  schools,  founded  by  William  of  Wykeham  at  Winchester  in  1382, 
had  its  origins  in  a  chantry  foundation. 

As  the  chentele  available  for  school  instruction  grew  larger  and  as  the  lucrative 
possibilities  in  school  teaching  were  realized,  the  private  teacher  began  to  appear  on 
the  scene  with  a  view  to  making  his  living  from  the  fees  and  tuition  he  could  obtain.  In 
general,  the  private,  unauthorized  teacher  met  with  resistance  both  from  the  church 
and  from  civil  authorities.  In  1253  the  town  of  Ypres  ruled  that  the  three  already 
established  schools  should  be  the  only  ones  to  give  instruction  outside  of  individual 
homes;  private  tutors  could  be  employed  in  the  home  if  they  gave  instruction  only  to 
the  children  of  the  family  and  admitted  no  others.  The  Duke  of  Brabant  established 
his  own  schools  in  Brussels  to  settle  a  quarrel  that  arose  when  certain  private  teachers 
kept  on  teaching  without  the  approval  of  the  scholasticus.  In  Gloucester,  England,  the 
masters  of  the  established  grammar  school  brought  court  action  to  restrain  an  un¬ 
authorized  teacher  from  operating  in  the  locaHty,  but  the  court  decided  that  there 
could  be  no  private  monopoly  in  the  right  to  conduct  grammar  schools. 

As  time  went  on,  private  teachers  began  to  organize  themselves  into  guilds  in 
order  to  protect  themselves  and  to  gain  the  right  to  teach.  For  example,  in  Germany 
the  teachers  of  writing,  commercial  arithmetic,  and  bookkeeping  organized  themselves 
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into  the  guild  of  rechenmeisters.  They  took  an  apprentice  for  several  years,  at  the  end 
of  which  he  became  a  journeyman,  known  as  schreiber,  until  he  became  a  full-fledged 
master  in  the  guild. 

Apprenticeship  Education 

In  the  early  Middle  Ages,  as  in  most  preindustrial  societies,  the  most  common  methods 
of  occupational  education  had  been  direct  imitation  and  handing  down  of  skills  from 
father  to  son.  With  the  rise  of  towns  and  the  acceleration  of  trade  in  the  eleventh  and 
twelfth  centuries  the  skills  of  urban  artisans  improved  noticeably,  and  by  the  time  of 
the  emergence  of  the  craft  guilds  in  the  twelfth  and  thirteenth  centuries  the  methods 
of  vocational  education  were  also  being  refined.  Since  the  primary  purpose  of  the 
guflds  was  to  protect  the  quality  of  products  and  to  keep  down  overproduction,  many 
rules  developed  concerning  entrance  into  the  craft,  including  the  system  of  apprentice¬ 
ship  as  a  means  of  preparing  youth  for  a  skilled  occupation. 

The  training  of  the  artisan  had  three  distinct  stages:  apprentice,  journeyman,  and 
master.  As  an  apprentice  the  boy  was  assigned  to  a  master  craftsman,  often  on  the 
basis  of  a  written  contract,  or  indenture,  which  bound  both  parties  to  keep  certain 
obligations.  The  master  promised  to  teach  the  boy  the  skills  of  the  trade,  look  after  his 
morals  and  religion,  give  him  his  keep  and  perhaps  a  small  stipend,  and  teach  him 
whatever  reading  and  writing  might  be  needed  to  carry  on  the  trade.  In  most  cases  the 
reading  and  writing  were  probably  negligible.  In  return, the  boy  promised  to  work  hard 
and  faithfully,  keep  the  secrets  of  the  trade,  and  not  cause  the  master  too  much 
trouble.  The  period  of  apprenticeship  might  last  anywhere  from  three  to  eleven  years. 
The  boys  might  start  any  time  after  seven  or  eight  years  of  age. 

The  next  stage  was  that  of  training  as  a  journeyman,  during  which  time  the 
young  man  might  travel  about,  working  as  a  day  laborer  for  different  masters  in  their 
shops,  or  might  work  in  a  larger  shop  for  a  continuous  period  of  time  for  a  wage  to  be 
set  by  the  guild.  Then,  if  he  proved  his  worth  and  could  present  a  “masterpiece” 
showing  that  he  had  mastered  the  skills  of  the  trade,  he  would  be  admitted,  with 
appropriate  ceremony,  to  the  guild  as  a  fuO-fledged  member.  As  a  master  craftsman,  he 
could  set  up  his  own  shop,  hire  journeymen,  take  on  apprentices,  and  become  an 
instructor  in  the  art  of  the  craft. 

Courtly  Education 

As  a  part  of  the  general  assertion  of  political  authority,  whether  feudal  or  national, 
secular  rulers  began  to  lay  greater  claim  to  the  control  of  education.  The  dukes  and 
princely  rulers  of  Italian  cities  often  set  up  schools  for  the  education  of  noble  children 
and  for  the  greater  glorification  of  their  court.  In  the  thirteenth  century  Emperor 
Frederick  II  made  his  court  in  Sicily  an  international  center  where  scholars  in  the 
liberal  arts  and  medicine  brought  together  streams  of  influence  from  Arabic, 
Byzantine,  Roman,  and  Italian  sources.  In  Brussels  the  Duke  of  Brabant  established 
several  elementary  schools  for  both  boys  and  girls  in  the  early  fourteenth  century. 

In  England  the  kings  increasingly  asserted  control  of  education.  In  the  eleventh 
century  William  the  Conqueror  appointed  Lanfranc  Archbishop  of  Canterbury,  and  St. 
Anselm  became  his  successor.  As  patrons  of  learning  in  the  monasteries  and  cathedral 
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schools  both  men  helped  to  consolidate  Norman  institutions  in  England.  In  the  twelfth 
century  the  court  of  Henry  11  sponsored  schools  in  literature,  science,  and  medicine.  In 
1391  Richard  II  denied  a  petition  from  the  House  of  Commons  that  children  of 
villeins  should  be  prevented  from  attending  schools.  It  was  later  decided  through 
legislation  and  court  decisions  that  all  parents  could  freely  send  their  children  to  any 
school  in  England,  provided,  of  course,  that  they  could  afford  to  do  so.  Thus  arose  one 
element  in  the  idea  of  a  public  school. 

In  response  to  the  complicated  system  of  personal  relationships  associated  with 
feudalism,  methods  of  educating  the  young  noble  for  assuming  his  obligations  were 
devised  outside  the  regular  literary  schools.  The  ideals  of  chivalry  which  guided  tills 
education  stressed  the  rites  of  warfare,  religion,  and  courtesy.  Warfare  demanded 
training  for  strength,  courage,  endurance,  and  skill  in  fighting  on  horseback.  The 
church  asked  ideals  of  mercy,  honor,  generosity  to  the  fallen  foe,  protection  for  the 
weak,  and  loyalty  to  the  Christian  religion.  The  social  graces  and  manners  developed  at 
the  courts  of  the  nobles  added  the  notion  of  courtoisie.  The  ideal  knight  was  thus  a 
man  of  action,  a  soldier,  courtier,  and  Christian  gentleman,  who  had  reverence  for  the 
church  as  well  as  loyalty  to  his  overlord. 

Although  there  were  no  separate  schools  for  training  knights,  chivalric  educa¬ 
tion,  usually  conducted  at  the  court  of  the  overlord,  included  three  fairly  well-defined 
stages  of  training,  roughly  comparable  to  the  apprenticeship  system.  The  first  was 
designed  for  the  younger  boy  from  the  age  of  seven  to  fifteen;  during  this  time  he 
acted  as  page  or  valet  at  the  court  of  his  father’s  overlord.  As  a  page,  he  was  attached 
particularly  to  the  ladies  of  the  court,  whom  he  served  and  from  whom  he  might  learn 
how  to  practice  the  courtly  graces  and  manners,  how  to  sing  and  play  a  musical 
instrument,  how  to  take  part  in  religious  ceremonies,  and  perhaps  how  to  read  and 
write  in  the  vernacular. 

From  the  age  of  fifteen  to  about  twenty-one  the  boy  acted  as  a  squire,  or 
attendant,  for  the  overlord  or  one  of  the  kniglits  of  the  court,  helping  with  the  armor 
and  arms,  ready  to  assist  in  war,  tournament,  or  chase.  He  learned  to  ride,  hunt,  and 
fight.  He  perhaps  improved  his  social  accomplishments  by  singing,  playing  reciting  and 
composing  verses,  dancing,  and  entering  into  the  games  and  storytelling  activities  of 
the  times.  He  learned  also  about  the  coats  of  arms  and  devices  of  heraldry. 

At  about  age  twenty-one  the  young  man  was  ceremonially  inducted  into  knight¬ 
hood  by  the  overlord  and  church  officials  upon  proof  of  his  worth  on  the  field  of 
battle  or  tournament.  As  he  was  dubbed  knight,  he  dedicated  himself  to  service  to  his 
overlord  and  to  the  church,  taking  oaths  of  allegiance  to  both.  The  ritual  might  include 
a  symbolic  bath,  prayer,  or  vigorous  exercise  as  a  ceremonial  means  of  purifying 
himself  of  sins. 

The  young  knight  was  now  ready  to  enter  upon  Ms  duties  at  the  court  and  to 
undertake  his  obligations  as  a  vassal,  in  return  for  which  he  might  receive  some  land  or 
other  means  of  subsistence  as  a  fief.  His  training  had  possibly  included  some  instruc¬ 
tion  concerning  feudal  laws  and  how  to  manage  a  manor  and  estate,  or  perhaps  he  had 
simply  gained  experience  by  watching  others  deal  with  the  workmen  and  serfs.  In  any 
case,  he  was  sure  to  acquire  the  accepted  attitudes  of  superiority  toward  the  common 
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people  and  the  art  of  commanding  others  of  lower  station.  The  whole  training  was  a 
class  education  for  entrance  into  the  aristocracy. 

Girls  of  the  noble  class  were  also  inducted  into  adult  life  by  learning  the  religious 
faith  and  ceremonies,  the  social  accomplishments  of  dancing,  singing,  and  instrumental 
music,  and  the  accepted  practices  of  courtesy.  A  young  girl  might  also  receive 
instruction  in  sewing,  weaving,  and  handicrafts,  and  might  learn  how  to  manage 
household  servants.  She  perhaps  also  learned  to  read  and  write  in  order  to  be  able  to 
conduct  her  correspondence  and  to  keep  books  if  occasion  required.  She  was  trained 
in  these  duties  either  at  home  or  in  a  convent,  and  then  in  her  teens  she  was  likely  to 
be  assigned  to  the  overlord’s  court  to  learn  the  social  graces  of  the  chivalrous  life  and 
to  act  as  a  lady  in  waiting  or  attendant  upon  the  mistress  of  the  court  until  marriage. 
In  contrast  to  the  bookish  character  of  the  Latin  schools,  the  education  of  youth  of 
the  noble  classes  was  a  direct  and  practical  induction  through  experience. 

In  general,  the  provision  of  organized  education  in  the  thirteenth  and  fourteenth 
centuries  was  far  more  widespread  in  Western  Europe  than  has  hitherto  been  realized 
and  probably  more  so  than  in  any  other  civilization  up  to  that  time.  This  fact  made 
possible  one  of  the  basic  characteristics  of  Western  civilization:  extensive  popular 
participation  in  political,  economic,  and  cultural  life.®  Without  a  relatively  accessible 
system  of  education,  such  participation  would  scarcely  have  been  likely.  It  seems  clear 
that  large  numbers  of  children  were  attending  school  in  the  towns  of  Italy,  France, 
Germany,  the  Low  Countries,  and  England  before  the  end  of  the  thirteenth  century. 
Even  though  there  were  declines  in  the  fourteenth  century,  a  general  momentum  had 
begun  that  did  not  wholly  stop  until  universal  elementary  education  became  the  goal 
of  most  Western  nations. 

Another  characteristic  that  Western  civilization  displayed  before  the  end  of  the 
Middle  Ages  was  the  relatively  quick  assimilation  of  the  ideas  and  knowledge  of  alien 
cultures.  Here  again  the  flexibility  and  vigor  of  the  higher  educational  institutions  of 
the  West  played  a  major  role  in  welcoming  the  learning  of  other  civilizations  of  the 
world.  We  have  identified  the  intermingling  of  peoples  and  ideas  as  a  major  factor  in 
the  building  of  all  the  civilizations  of  the  Afro-Eurasian  ecumene.  The  international 
character  of  Western  civilization  in  its  origin  was.  if  anything,  more  prominent  than  in 
any  of  the  others,  and  much  of  this  could  be  attributed  to  the  vitality  of  the  higher 
educational  institutions  of  the  recipient  civilization  of  the  West. 


D.  THE  TRANSCENDENT  IMPORTANCE  OF  HIGHER  EDUCATION 

The  central  intellectual  problem  in  the  formation  of  Western  civilization  was  the 
attempt  to  reconcile  the  religious  values  of  Christendom  with  the  burgeoning  secular 
growths  that  sprouted  from  new  political,  economic,  and  educational  institutions.  The 
ideal  of  a  universal  Christian  commonwealth  had  to  defend  itself  by  force,  by  threat, 
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by  argument,  and  by  compromise  against  the  secular  challenges  of  feudalism,  urbaniza¬ 
tion,  commerce,  national  sovereignty,  and  the  demands  for  autonomy  streaming  from 
emperors,  kings,  towns,  guilds,  and  universities. 

The  defenders  of  the  faith  stood  forth  as  reconcilers,  those  who  attempted  to 
keep  the  course  of  thought  to  what  they  believed  were  the  main  higlrways  of  Christian 
orthodoxy;  but  there  were  also  the  recalcitrants,  those  who  kept  tugging  at  the  leashes 
trying  to  pull  away  in  one  direction  or  another.  For  four  hundred  years  the  capacity  of 
the  reconcilers  to  assimilate  and  harness  these  different  secular  elements  within  the 
church’s  educational  institutions  was  enormous,  but  in  the  end  insufficient.  While  the 
church  was  not  altogether  successful,  it  is  also  true  that  it  came  closer  to  achieving  tliis 
ideal  during  the  later  Middle  Ages  than  at  any  time  before  or  after.  Perhaps  tliis  is  the 
essence  of  medievalism. 

The  intellectual  efforts  to  reconcile  the  claims  of  human  reason  as  against  the 
claims  of  faith  led  to  the  gigantic  confrontations  of  the  later  Middle  Ages,  an 
enterprise  generally  referred  to  as  scholasticism.  Here  we  find  such  men  as  St.  Ankm 
and  St.  Bernard  of  Clairvaux  swinging  far  toward  faith,  emotion,  and  mysticism, 
whereas  Roscellinus,  Abelard,  and  Roger  Bacon  were  tugging  at  the  leash  by  exalting 
the  claims  of  reason,  intellect,  and  dialectics.  The  balance  was  then  struck  between 
faith  and  reason  in  the  thirteenth  century  in  the  synthesis  of  St.  Thomas  Aquinas,  the 
greatest  of  all  the  reconcilers. 

In  general,  it  was  as  though  young  and  immature  peoples  were  attempting  to 
learn  the  lessons  transmitted  from  the  past  in  order  to  be  able  to  solve  their  own 
problems  in  their  own  way.  In  this  process  there  were  two  great  lessons  to  be  learned: 
the  whole  thought  of  the  pagan  world  of  Greece  and  Rome,  found  in  the  writings  of 
the  ancient  Greek  and  Latin  writers;  and  second,  the  religious  thought  of  the  patristic 
age,  contained  in  the  writings  of  the  church  Fathers.  To  these  two  lessons  the  people 
of  Western  Europe  brought  their  own  energies,  capacities,  and  qualities.  The  Italians, 
the  Spaniards,  the  Gauls,  the  Germans,  the  Anglo-Saxons,  and  the  Northmen  all  had  to 
learn  their  hard  lessons  from  the  beginning  before  they  could  make  both  the  classical 
and  the  Christian  traditions  their  own.  It  had  taken  some  five  centuries  of  pro¬ 
paedeutics  simply  to  acquire  the  substance  of  these  lessons,  to  become  Latinized.  By 
the  eleventh  and  twelfth  centuries  the  assimilation  had  become  more  vital,  and  by  the 
thirteenth  and  fourteenth  centuries  the  whole  intellectual  fabric  was  ready  to  be 
restated  in  distinctive,  but  not  entirely  new,  terms. 

Scholasticism 

The  task  of  assimilating,  reconciling,  and  redirecting  Graeco-Roman  knowledge  to 
make  it  conform  with  Christian  doctrine  enlisted  the  best  minds  of  the  later  Middle 
Ages.  Scholasticism  was  a  method  of  selecting  and  classifying  general  statements  taken 
from  religious  and  classical  authorities,  comparing  the  authorities,  commenting  upon 
the  statements  in  systematic  order,  examining  the  arguments  on  both  sides,  drawing 
conclusions,  and  refuting  the  arguments  of  the  other  side  in  detail  by  marshaling 
evidence  in  support  of  the  conclusions  accepted.  Commentary,  argumentation,  dis¬ 
putation,  and  dialectical  analysis  played  key  roles  in  the  process. 

In  the  eleventh  and  twelfth  centuries  the  scholastic  orientation  known  as  realism 
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was  the  dominant  position  of  the  church  establishment  of  the  day.  Exhibiting  strong 
affinities  with  Platonic  idealism,  it  was  elaborated  by  such  scholars  as  St.  Anselm,  St. 
Bernard  of  Clairvaux,  and  St.  Guillaume  de  Champeaux.  St.  Anselm  affirmed  with  St. 
Augustine  that  all  reasoning  and  discussion  about  religious  affairs  must  be  preceded  by 
faith  in  revealed  truth.  In  order  to  arrive  at  valid  knowledge  we  must  first  believe  the 
authoritative  doctrines  of  the  church  stated  as  universal  propositions ;  only  the  univer¬ 
sal  proposition  is  real. 

A  dissident  position,  known  as  nominalism,  drew  support  from  the  scientific 
outlook  of  Aristotle  rather  than  from  the  idealism  of  Plato.  The  most  real  thing  is  the 
individual  object;  the  universal  has  no  independent  validity,  it  is  simply  a  name  or  a 
generalization  applied  for  convenience  to  a  category  of  individual  things  that  are 
discovered  to  have  similar  characteristics.  To  arrive  at  truth  we  must  start  with 
individual  objects,  see  how  they  operate,  and  then  arrive  inductively  at  generalizations 
useful  in  classifying  their  characteristics.  Thus  the  test  for  reality  is  not  faith  or 
authority  but  the  effort  of  human  reason  to  find  the  reality  of  tilings. 

The  secular  temper  of  nominalism  was  tugging  at  the  leash  of  religious  ortho¬ 
doxy.  In  its  reliance  upon  logic  and  dialectics  as  the  supreme  instrumentalities  for 
arriving  at  knowledge,  nominalism  elevated  human  reason  above  faith.  The  cause  of 
nominalism  was  aggressively  promoted  by  Abelard  in  the  twelfth  century.  More 
important  than  his  specific  doctrine  of  universals  (nominalist  in  a  way)  was  his  attitude 
of  questioning,  criticism,  and  attack  upon  the  conventional  tenets  of  faith  and 
authority.  Finding  himself  successful  in  confounding  the  realist  doctrines  of  his 
teacher,  Guillaume  de  Champeaux,  in  the  realm  of  dialectics  and  logic,  Abelard  turned 
with  gusto  to  apply  the  same  critical  approach  to  theological  questions. 

Whereas  St.  Anselm  had  said  that  we  must  believe  in  order  to  understand, 
Abelard  was  saying  that  we  must  understand  in  order  to  believe.  Abelard’s  book 
entitled  Sic  et  non  (Yes  and  No)  illustrated  his  critical  method.  He  listed  some  150 
specific  religious  theses  and  then  quoted  authorities  from  the  Scriptures  and  Fathers  to 
support  both  sides  of  the  questions.  In  this  way  he  argued  that  if  the  authorities 
contradicted  one  another  it  was  the  business  of  the  Christian  scholar  to  arrive  at  the 
truth  by  the  use  of  human  reason.  His  attitude  of  protest  was  probably  more 
significant  than  his  thought  or  liis  systematic  theology.  In  the  twelfth  century  Abelard 
was  the  greatest  of  the  recalcitrants;  he  stimulated  St.  Thomas  Aquinas  to  become  the 
greatest  of  the  reconcilers  in  the  tliirteenth. 

On  top  of  Abelard’s  critical  methods  of  logical  analysis  Aquinas  also  had  to 
reckon  with  the  whole  range  of  Aristotelian  science,  now  translated  directly  from  the 
Greek  througli  the  help  of  Byzantine  scholarship.  This  included  Aristotle’s  scientific 
works  on  biology,  physics,  astronomy,  metaphysics,  ethics,  politics,  and  poetics.  With 
this  enormous  mass  of  “new”  material  to  digest,  absorb,  and  argue  over,  the  dialectical 
arguments  became  ever  more  complicated  and  abstruse.  St.  Thomas  achieved  recon¬ 
ciliation  by  sharply  distinguishing  between  natural  philosophy  and  supernatural  theol¬ 
ogy.  Philosophy  deals  with  the  individual  phenomena  of  the  natural  world,  where 
things  are  created,  change, and  decay;  it  includes  everything  that  is  open  to  argument 
or  that  can  be  demonstrated  by  human  reason.  Theology,  on  the  other  hand,  deals 
with  revealed  truth,  which  involves  the  supernatural  world  of  changeless,  uncreated, 
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eternal,  and  ultimate  reality.  These  truths,  the  universals  that  make  up  the  content  of 
faith,  are  not  subject  to  change  by  human  reason.  There  can  be  no  contradiction 
between  theology  and  philosophy,  no  contradiction  between  revealed  truth  and 
scientific  truth,  for  God  is  the  author  of  both.  Faith  may  be  reasoned  about  as  far  as 
reason  can  go,  but  some  articles  of  faith  are  beyond  finite  human  reason.  They  are  not 
“unreasonable”;  they  are  simply  not  open  to  rational  demonstration.  By  his  elevation 
of  faith  above  reason  St.  Thomas  aided  the  realist  cause  by  bringing  logic  and  science 
into  the  service  of  Christian  theology.  At  the  same  time,  he  gave  greater  autonomy  to 
the  workings  of  human  reason  within  the  bounds  of  the  natural  world  of  science. 
Science  and  religion  may  handle  the  same  facts  or  ideas,  but  they  look  at  them  from 
different  sides.  Science  and  human  reason  start  from  the  individual  and  particular 
thing  and  work  up  to  the  more  general,  whereas  religion  starts  with  God,  the  most 
universal  of  all,  and  works  down  to  the  individual. 

Augustinian  theology  had  not  assigned  philosophy  and  theology  to  different 
realms  in  this  way  but  had  asserted  the  identity  of  the  two,  whereas  St.  Thomas 
Aquinas  gave  science  free  rein  over  natural  phenomena  within  its  own  restricted 
province.  This  illustrated  the  adaptability  of  the  church,  but  also  showed  how 
Aristotle  could  be  used  to  circumscribe  the  ranges  within  which  human  reason  could 
work.  If  left  to  itself,  reason’s  tug  at  the  leash  would  threaten  to  cause  trouble,  but 
when  codified  and  formalized  by  the  authority  of  Aristotle,  it  could  be  so  disciplined 
that  it  served  the  Mgher  ends  of  theology. 

The  attack  upon  Thomism,  however,  was  not  long  in  coming;  it  was  spearheaded 
in  the  thirteenth  century  by  such  dissidents  as  Friar  Roger  Bacon.  He  raised  his  voice, 
often  querulous  and  rasping,  in  criticism  of  the  reliance  upon  Aristotle  as  the  supreme 
authority  in  scientific  matters.  He  went  far  in  arguing  that  conclusions  concerning  the 
operation  of  the  natural  world  should  be  verified  by  actual  experiences.  He  was 
perhaps  the  first  to  urge  the  use  of  experimentation  as  a  check  on  the  abstract  results 
of  theorizing  and  as  a  means  of  reconstructing  the  past  and  estimating  the  future. 
According  to  Friar  Bacon,  the  education  of  his  day  had  four  great  defects:  its  utter 
dependence  upon  the  authority  of  Aristotle;  its  reliance  upon  established  custom;  its 
undue  reliance  upon  popular  opinion;  and  its  concealment  of  real  ignorance  by  its 
pretensions  to  knowledge.  His  remedies  were  a  more  thorough  study  of  languages  and 
literature,  science,  mathematics,  and  the  methods  of  experimental  inquiry.  Bacon’s 
recalcitrance  caused  him  to  be  imprisoned  as  a  disturber  of  the  peace  and  a  causer  of 
disharmony. 

Whatever  the  differences  in  point  of  view  may  have  been,  the  dominant  outlook 
of  the  great  majority  of  the  educated  class  was  that  somehow  the  vast  treasures  of 
classical  learning  being  made  available  to  Europe  should  be  brought  into  line  with  and 
incorporated  into  the  prevailing  intellectual  order  of  Western  Christendom.  The 
scholastics  did  not  reject  the  classical  tradition  as  pagan.  They  tried  to  find  in  it  those 
elements  that  would  increase  the  stability,  the  welfare,  and  the  general  sets  of  beliefs 
upon  which  Christian  Europe  had  been  built.  Not  only  did  the  best  minds  find  their 
intellectual  outlets  through  scholasticism,  they  found  their  institutional  homes  in  the 
cathedral  schools  and  universities  of  the  later  Middle  Ages.  Their  very  name  came  from 
the  scholasticus  who  ran  the  schools  in  the  cathedrals  on  behalf  of  the  bishop. 
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Cathedral  Schools:  The  Apogee  of  the  Scholasticus 

Perhaps  the  most  important  thing  about  Western  higher  education  was  that  it  re¬ 
sponded  with  alacrity  to  the  growing  urbanization,  social  differentiation,  political  and 
economic  struggles,  and  recovery  of  the  written  science  and  philosophy  of  the  classical 
tradition  of  Graeco-Roman  civilization.  Institutionally,  this  response  was  symbolized 
in  the  eleventh  and  twelfth  centuries  by  the  rise  and  spread  of  the  cathedral  schools, 
which  were  basically  oriented  to  urban  life  and  to  professional  competence  rather  than 
to  purely  sacred  purposes: 

The  most  significant  development  from  our  point  of  view  was  the  emer¬ 
gence  of  specialist  groups  in  the  legal,  medical  and  philosophical  fields.  These 
subjects  had  been  brilliantly  studied  during  the  Carolingian  period  and  even 
earlier;  but  knowledge  of  them  had  been  confined  to  a  few  remarkable  individ¬ 
uals.  With  the  tenth  century,  however,  the  number  of  these  individuals  had 
increased,  and  by  the  eleventh,  they  were  sufficiently  numerous  and  sufficiently 
organized  to  constitute  professional  groups  recognisably  similar  to  their  modern 
counterparts.^ 

Once  again,  as  in  Sumerian,  Egyptian,  and  Graeco-Roman  civilizations,  we  find 
that  the  stress  on  professional  purpose  and  on  the  social  organization  of  professional 
groups  was  an  essential  factor  in  the  creation  of  new  and  innovative  educational 
institutions.  Bolgar  makes  this  point  exceptionally  clear  with  respect  to  the  spectacular 
growth  of  cathedral  schools  between  1050  and  1150: 

They  all  served  professional  rather  than  strictly  religious  aims.  Even  the 
education  they  offered  to  those  whose  careers  were  to  lie  within  the  Church  was 
primarily  technical  in  character.  For  theology,  especially  the  pliilosophical 
theology  of  the  twelfth  century,  Canon  Law,  and  the  niceties  of  ecclesiastical 
administration  must  in  the  last  analysis  be  regarded  as  professional  interests.  And 
in  addition  they  seem  to  have  drawn  into  their  classrooms  an  appreciable 
number  of  those  who  intended  to  spend  their  lives  in  definitely  lay  pursuits,  in 
legal  work,  medicine,  or  municipal  and  feudal  business.  Their  fundamentally 
non-religious  character  was  long  masked,  however,  by  the  fact  that  their  students 
were  all  supposed  to  be  clerics. 

So  these  institutions,  these  cathedral  schools,  which  had  long  been  primarily 
devoted  to  elementary  training  in  Latin,  as  befitted  the  propaedeutic  purposes  of 
earlier  centuries,  now  became  advanced  professional  schools  in  the  formative  period  of 
Western  civilization.  Some  even  went  further  and  specialized  in  particular  professions 
as  the  teachers  themselves  developed  particular  professional  specialties. 

The  Professional  Disciplines 

In  the  early  Middle  Ages  some  of  the  monastic  and  cathedral  schools  had  taught 
elements  of  law,  medicine,  and  theology  along  with  the  liberal  arts,  without  much 

^Bolgar  op.  cit.,  p.  132. 
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differentiation.  For  example,  at  Chartres  before  the  twelfth  century,  law  and  theoloay 
were  taught  incidentally  whenever  material  on  these  subjects  was  found  in  the  writin"»s 
of  the  various  church  Fathers  or  in  the  various  compendia  of  knowledge.  Howeve'r 
from  the  eleventh  and  twelfth  centuries  on,  the  study  of  law,  medicine,  and  theoloc^' 
gradually  became  recognized  as  separate,  advanced  professional  disciplines;  the  liberal 
arts  came  to  be  looked  upon  as  preparatory  to  these  more  advanced  studies.  With  the 
development  of  a  full-fledged  university  organization,  separate  faculties  of  law,  medi¬ 
cine,  and  theology  were  created  as  well  as  faculties  of  the  arts. 

In  Italy  grammar  was  taught  not  so  much  as  a  literary  study  as  at  Chartres,  nor 
was  logic  taught  as  a  dialectical  exercise  as  at  Paris.  Rather,  they  were  looked  upon  as  a 
practical  preparation  for  the  study  of  law,  medicine,  ox  diet  amen  (letter  writing).  The 
reasons  for  this  doubtless  lay  in  the  laicized  social  development  characterizing  Italy: 
municipal  life  instead  of  feudalism,  the  struggles  of  the  cities  for  independence,  and 
the  investiture  struggles  between  pope  and  emperor.  All  these  prompted  the  urban 
classes  to  seek  enliglitenment  and  support  in  the  past  political  experience  of  the 
city-states  of  Greece  and  Rome. 

The  Roman  law  had  remained  strong  in  the  educational  tradition  of  the  Lom¬ 
bard  towns  of  northern  Italy  from  the  later  days  of  the  Roman  Empire  when 
Justinian’s  Corpus  Juris  Civilis  had  been  handed  down  by  the  secular  teaching  class. 
Schools  at  Rome,  Pavia,  and  Ravenna  were  known  for  the  study  of  law  in  the  eleventh 
century  even  before  Bologna  gained  preeminence  as  a  studiiim  generate  for  the  arts.  Its 
reputation  for  legal  studies  overshadowed  all  others  at  the  time  of  the  investiture 
struggle  in  the  twelfth  century  when  the  fame  of  Irnerius  attracted  students  to 
Bologna,  much  as  Abelard’s  attracted  them  to  Paris.  Under  the  stimulus  of  Irnerius  and 
Ills  exceedingly  detailed  and  coherent  glosses,  an  organized  and  systematic  study  of  the 
whole  Corpus  constituted  the  required  curriculum  of  practical  legal  education.  The 
differentiation  of  the  law  from  a  general  education  in  the  liberal  arts  accompanied  the 
growth  of  a  new  class  of  professional  students  who  were  older  and  more  independent 
than  elsewhere. 

Since  those  who  favored  the  emperor’s  side  in  the  investiture  struggle  found 
support  in  the  Roman  civil  law,  the  supporters  of  the  papacy  had  to  look  for  better 
justification  of  the  pope’s  claims.  This  they  found  in  1 142  in  the  great  work  of 
Gratian,  who  did  for  canon  law  almost  what  Justinian’s  code  had  done  for  civil  law.  He 
codified  and  systematized  authorities  from  the  Bible,  writings  of  the  church  Fathers, 
canons  of  the  church  councils,  letters  and  decrees  of  the  popes,  edicts  of  the  Roman 
emperors,  Justinian’s  laws,  capitularies  of  the  Frankish  and  Lombard  kings,  and  the 
customs  of  the  church.  Gratian  arrived  at  the  position  that  ecclesiastical  law  was 
superior  to  secular  law  and  that  therefore  the  authority  of  the  church  was  paramount. 
Naturally,  Gratian’s  Decretum  had  a  wide  vogue  as  a  textbook  in  medieval  law  schools 
until  it  became  the  fundamental  authority  for  the  study  of  canon  law,  and  it  has  never 
been  entirely  superseded.  From  this  time  on,  Bologna  became  famous  for  its  canon  law 
as  well  as  for  its  civil  law,  and  the  way  was  paved  for  the  rise  of  the  University  of 
Bologna. 

During  the  eleventh  and  twelfth  centuries  the  revival  in  medicine  was  fully  as 
marked  as  that  in  law.  For  more  than  two  centuries  Salerno  as  a  school  of  medicine  in 
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southern  Italy  rivaled  in  academic  fame  the  cathedral  schools  at  Chartres,  Paris,  and 
Bologna.  The  origins  of  the  school  at  Salerno  are  obscure,  but  there  are  traces  of  the 
study  and  practice  of  medicine  there  as  far  back  as  the  ninth  century.  By  the  tenth 
century  it  was  famous  for  the  skill  of  its  physicians,  and  by  the  middle  of  the  eleventh 
century  its  celebrity  in  Europe  was  established.  Since  Salerno  was  purely  a  medical 
school,  it  never  developed  other  faculties  and  did  not  arrive  at  the  completed 
university  type  of  organization.  It  was,  nevertheless,  important  for  revealing  how  the 
medical  traditions  of  Greece  and  Rome  had  continued  in  southern  Italy  much  as  the 
legal  tradition  had  persisted  in  northern  Italy. 

In  the  eleventh  century  the  courts  of  Salerno  which  acknowledged  the  authority 
of  the  eastern  emperors  were  in  constant  communication  with  Byzantium.  The 
concentration  of  medical  science  and  its  revival  at  Salerno  were  counterparts  of  the 
perpetuation  of  the  Greek  language  in  southern  Italy.  In  addition  to  the  Greek  and 
Latin  medical  science  of  Hippocrates,  Galen,  and  others,  Arabic  science  began  to 
influence  Salerno  through  the  efforts  of  such  scholars  as  Constantinus  Africanus,  who 
translated  Greek,  Arabic,  and  Hebrew  medical  books  into  Latin. 

But  far  more  than  medical  information  was  thus  transmitted  to  the  cathedral 
schools  of  Europe;  the  whole  range  of  Greek  natural  philosophy  was  opened  up  to  the 
West  by  the  Arabs,  who  had  absorbed  a  great  deal  of  Greek  science,  especially  that  of 
Aristotle,  and  had  carried  much  of  it  to  Sicily  and  Spain  as  their  empire  expanded 
across  North  Africa.  A  key  center  for  the  translating  into  Latin  was  Toledo  in  Spain, 
and  the  most  active  period  was  in  the  middle  of  the  twelfth  century.  In  the  process  of 
translating  Greek  materials  into  Arabic,  the  Arabs  assimilated  Greek  ideas  along  with 
Hindu,  Islamic,  and  Christian  thought.  Thus,  as  the  Christian  scholars  of  the  eleventh 
and  twelfth  centuries  came  into  contact  with  Arabic  civilization  in  Spain,  Sicily,  and 
Syria,  a  great  interest  arose  in  translating  these  materials  from  the  Arabic  into  Latin. 
The  Jewish  scholar  Maimonides  reconciled  Aristotle  with  the  Jewish  religion,  and 
Avicenna  and  Averroes  reconciled  Aristotle  with  Islam.  As  these  writings  flooded  into 
Europe  in  the  later  half  of  the  twelfth  century,  Aristotle  and  Greek  natural  philosophy 
now  had  to  be  reconciled  with  Christianity. 

In  pursuance  of  this  task  were  Alexander  of  Hales,  Albertus  Magnus,  and  St. 
Thomas  Aquinas,  all  of  whom  taught  at  one  time  or  another  at  the  University  of  Paris. 
By  the  time  St.  Thomas  had  completed  his  work  and  the  Dominicans  had  taken  up  the 
cudgels  for  Thomism,  Aristotle  was  installed  permanently  within  Catholic  doctrine. 
Theology  had  become  the  keystone  of  all  university  study,  the  highest  of  the  high, 
with  all  other  studies  subordinate  to  it.  The  faculty  of  theology  at  the  University  of 
Paris  ultimately  became  virtually  an  arbiter  in  matters  theological,  deciding  disputes, 
defining  heresy,  and  on  occasion  even  correcting  the  theology  of  the  pope  himself. 

Tfie  Liberal  Arts 

Even  though  professional  studies  had  pride  of  place  in  the  hierarchy  of  intellectual 
concerns  in  the  later  Middle  Ages,  the  liberal  arts  were  long  cultivated  both  as 
preparatory  studies  and,  in  a  few  cathedral  schools,  as  the  prime  objects  of  intellectual 
concern.  They  too  reflected  the  quickening  of  interest  in  higher  education  as  a 
professional  preparation  for  the  ever  larger  numbers  of  students  who  were  headed  for 
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civil  and  professional  employments  in  cities  and  courts  and  in  the  secular  administra¬ 
tion  of  the  church. 

The  higliest  point  in  the  medieval  teaching  of  grammar  and  classical  literature 
was  reached  at  the  cathedral  school  of  Chartres  during  the  twelfth  century.  While  the 
textbooks  of  Donatus  and  Priscian  were  still  the  basis  for  the  study  of  elementary 
grammar,  students  and  masters  alike  studied  the  writings  of  the  classical  authors 
themselves.  John  of  Salisbury,  the  Englishman  who  was  Bishop  of  Chartres  when  he 
died  in  1  ISO,  wrote  a  pure,  gracious  Latin.  Cicero  especially  influenced  his  style  and 
attitude  toward  life.  While  John  also  knew  the  Bible  and  the  Fathers,  he  believed  the 
classics  were  worthy  of  study  for  their  own  sake.  Seeing  no  essential  antagonism 
between  the  secular  Romans  and  religious  Christians,  he  fused  them  into  a  rounded 
Christian  humanism.  He  bitterly  attacked  those  whom  he  termed  “Cornificians,”  who 
would  offer  students  a  “get-learning-quick”  method  of  study  so  that  they  could  cut 
their  academic  course  short  and  proceed  to  the  practical  business  of  living. 

John  advanced  nearly  all  the  arguments  that  have  since  been  made  in  favor  of 
humanistic  training  as  opposed  to  practical  or  vocational  education.  True  education, 
he  considered,  required  a  thorough  grounding  in  the  classics  in  order  to  develop  critical 
judgment  and  discriminating  taste  and  to  acquire  the  mature  understanding  necessary 
to  the  contemplative  mind.  Rhetoric  or  logic  he  thought  to  be  of  little  value  and  even 
harmful  unless  based  on  wisdom  gained  through  patient  study  of  the  literary  humani¬ 
ties.  John  of  Salisbury’s  own  writings  give  evidence  of  an  amazingly  wide  but 
fragmentary  knowledge  of  classical  authors.  While  John  battled  against  the  inroads 
being  made  by  logic  and  philosophy  upon  the  literary  studies  of  grammar  and  style,  his 
was  a  losing  battle.  The  professional  studies  and  Aristotelian  science  captured  the 
major  intellectual  energies  of  the  thirteenth  century,  and  the  study  of  Latin  grammar 
drifted  off  into  the  routine  details  of  analysis  of  language  divorced  from  classical 
literature. 

As  Chartres  was  famous  for  its  teaching  of  grammar  in  the  twelfth  century,  so 
was  Paris  famous  for  its  teaching  of  logic,  and  preeminent  among  the  teachers  at  Paris 
was  Abelard,  who  was  instrumental  in  turning  the  attention  of  students  from  the 
literary  humanities  to  the  delights  of  dialectics.  Although  logic  was  often  looked  upon 
simply  as  the  rules  of  deductive  thinking  designed  as  a  preparatory  study  to  be 
undertaken  before  advancing  to  the  higher  studies  of  the  quadrivium  and  theology, 
Abelard  was  able  to  make  logic  come  alive  as  the  key  instrument  for  probing  the 
theological  relations  between  man  and  God  and  the  metaphysical  problems  dealing 
with  the  origin  and  nature  of  the  universe. 

A  brilliant  lecturer,  a  skillful  dialectician,  a  witty  classroom  entertainer,  Abelard 
was  bold,  lucid,  original,  and  sharply  controversial.  He  was  always  fresh  and  stimulat¬ 
ing,  and  therefore  he  was  just  the  sort  of  teacher  to  attract  attention  at  a  time  when  the 
usual  method  of  teaching  was  dry  lecturing,  eternal  glossing  of  materials,  reciting  of 
propositions  and  counterpropositions,  citing  of  authorities,  and  abstruse  disputation. 
His  remarkable  range  of  reading  permitted  him  to  enliven  his  lectures  with  concrete 
examples.  By  his  brilliance,  criticism,  and  pugnacity  Abelard  fired  the  interest  and 
enthusiasm  of  students  who  flocked  to  his  schools  in  Paris  by  the  hundreds  and 
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thousands.  When  he  was  forced  to  leave  Paris,  his  hold  upon  his  students  was  so  great 
that  they  followed  him  wherever  he  went,  seeking  him  out  in  the  woods  and 
repeatedly  forcing  him  to  return  to  teaching  to  the  end  of  his  life. 

Rhetoric  stood  low  in  the  academic  hierarchy  of  the  Middle  Ages,  well  below 
grammar  and  logic.  By  the  thirteenth  and  fourteenth  centuries  it  had  become  preoc¬ 
cupied  with  formal  details  of  classification,  types  of  speech,  endless  lists  of  examples, 
figures  of  speech,  ways  to  describe  an  event,  or  a  person,  and  on  and  on.  One  aspect  of 
rhetoric  did  attract  a  good  deal  of  attention  from  practical-minded  scholars.  That  was 
the  study  of  letter  writing  and  the  drawing  up  of  such  legal  and  feudal  documents  as 
contracts,  wills,  immunities,  and  appointments  to  office.  The  ars  dictandi,  or  dic- 
tamen,  had  a  direct  utilitarian  value  at  a  time  when  the  economic,  political,  and  legal 
affairs  of  the  church,  the  courts,  and  the  cities  were  expanding  at  such  a  rate  that 
record  keeping  was  of  the  utmost  importance.  The  investiture  struggles  and  the 
consequent  delving  into  legal  and  historical  documents  particularly  stimulated  atten¬ 
tion  to  dictamen  in  the  towns  and  schools  of  northern  Italy. 

Aside  from  the  development  of  Latin  for  scholarly,  religious,  and  administrative 
purposes,  the  later  Middle  Ages  produced  a  vital  and  original  literature  in  the  vernacu¬ 
lars  of  Italian,  Spanish,  French,  German,  and  English.  Taking  form  as  early  as  the  tenth 
and  eleventh  centuries,  oral  vernacular  literature  proliferated  from  the  twelfth  century 
on.  It  included  love  lyrics,  songs  of  war,  romances,  fables,  animal  stories,  sermon 
stories,  and  mystery  plays,  all  of  which  became  enormously  popular  among  the 
unschooled  people  of  the  upper  as  well  as  the  lower  classes.  What  had  emerged  as  an 
oral  folk  literature  of  wide  appeal  developed  into  written  forms  that  began  to  enlist 
the  efforts  of  first-rate  writers  like  Dante,  Petrarch,  Boccaccio,  and  Chaucer. 

The  development  of  this  vernacular  literature  was  of  enormous  importance  for 
education,  because  it  foreshadowed  the  eventual  demand  that  schools  should  teach  in 
the  vernacular  as  well  as  in  Latin.  When  this  happened  and  vernacular  schools  appeared 
on  a  massive  scale.  Western  education  was  ready  to  take  what  amounted  to  a  quantum 
jump  toward  universal  education— and  toward  the  building  of  a  modem  civilization.  So 
long  as  elementary  schools  remained  in  a  foreign  classical  language  there  was  little 
likelihood  that  mass  education  could  develop. 

Equally  important  advances  were  being  made  in  mathematics  during  the  Middle 
Ages  that  helped  to  lay  the  groundwork  for  scientific  and  mathematical  investigations 
of  later  centuries.  In  the  early  Middle  Ages  the  primary  consideration  of  arithmetic 
had  been  the  computation  of  the  date  of  Easter  with  some  attention  to  the  theory  of 
numbers,  but  as  early  as  the  eleventh  century  Gerbert,  the  scholasticus  at  the  cathedral 
school  of  Reims,  developed  a  better  method  of  columnar  computation  and  recon¬ 
structed  the  abacus  so  that  it  could  be  used  more  easily  for  the  four  fundamental 
processes.  The  most  important  change  in  arithmetic  came  in  the  thirteenth  century, 
when  the  importation  of  Arabic  numerals  including  the  zero  made  possible  the  use 
of  the  decimal  system.  Thus  an  enormously  simplified  computation  began  to  replace 
the  cumbersome  Latin  numerals,  the  duodecimal  system,  and  the  Roman  abacus.  Such 
advances  were  indispensable  to  the  development  of  modern  mathematics  and  science. 

Around  the  year  1000  Gerbert  had  been  able  to  bring  together  virtually  all  that 
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the  Western  world  knew  of  Euclid’s  definitions  and  geometry  in  general.  Then,  in  the 
twelfth  and  thirteenth  centuries,  the  whole  of  Euclid’s  geometry,  along  with  other 
mathematical  works  of  the  Greeks,  Arabs,  and  Hindus,  was  translated  into  Latin. 
Similarly  in  astronomy,  Gerbert  devised  ingenious  models  of  terrestrial  and  celestial 
spheres  to  illustrate  the  motions  of  the  earth  and  heavens  as  he  understood  them.  In 
the  twelfth  century  much  more  of  Greek  astronomy  was  translated  from  the  Arabic 
into  Latin,  and  in  the  thirteenth  century  Aristotle’s  work  On  the  Heavens  was  also 
made  available.  Of  the  seven  liberal  arts,  music  continued  to  be  almost  exclusively 
theoretical  and  speculative  in  nature.  Indeed,  the  applied  side,  playing  and  singing 
songs,  was  not  properly  considered  a  liberal  art;  it  was  thought  appropriate  only  to  the 
wandering  minstrel  or  jester. 

In  general,  the  eleventh  and  twelfth  centuries  were  a  time  of  probing  for  the 
wellsprings  of  Hellenic-Roman  scholarship  that  were  waiting  to  be  tapped  by  eager 
Western  scholars  thirsting  for  new  knowledge  of  the  past  to  apply  to  the  present.  From 
Gerbert  to  John  of  Sahsbury  and  Abelard,  new  reservoirs  of  ideas  were  being  dis¬ 
covered  as  the  trickle  of  classical  materials  became  a  flood.  The  overwhelming  mass  of 
classical  knowledge  that  poured  into  western  Europe  between  1000  and  1150  made 
the  task  of  absorption  both  exhilarating  and  onerous.  A  tremendous  task  of  educa¬ 
tional  development  had  to  be  undertaken. 

So  John  of  Salisbury  and  the  other  humanists  lost  the  battle  to  the  professional 
studies  in  the  twelfth  century,  but  the  victory  of  the  professional  studies  did  not  lead 
immediately  to  modernity,  for  they  themselves  were  soon  brought  under  the  reins  of 
conservatism  and  caution  by  the  reconcilers  of  medieval  scholasticism  and  theology, 
led  by  St.  Thomas  Aquinas.  The  thirteenth  and  fourteenth  centuries  were  a  time  when 
the  classical  flood  was  dammed,  tamed,  and  brought  under  the  careful  direction  of 
Christian  authority.  Classical  thought  was  Christianized  as  it  never  had  been  before, 
only  to  see  the  literary  humanists  once  more  take  over  the  educational  reins  in  the 
Renaissance  of  the  fifteenth  and  sixteenth  centuries.  The  scientific  specialisms  that 
had  gained  such  a  start  in  the  cathedral  schools  of  the  twelfth  century  were  kept 
pretty  well  under  wraps,  first  by  the  scholastics  and  then  by  the  Renaissance  human¬ 
ists,  until  they  finally  began  in  the  sixteenth  and  seventeenth  centuries  their  remark¬ 
able  advance  that  swept  all  before  them  and  helped  to  transform  traditional  Western 
civilization  into  a  modern  civilization. 

Europeans  in  the  twelfth  century  were  a  little  like  the  underdeveloped  peoples 
of  the  twentieth  century  who  discovered  that  their  advancement  could  be  hastened  by 
borrowing  knowledge  and  expertise  from  a  more  advanced  society.  The  difference  was 
that  the  more  advanced  society  for  twelfth-century  Europe  was  not  a  contemporary 
one;  it  had  existed  some  1000  to  1500  years  in  the  past.  It  was  the  professional, 
specialized,  technical  knowledge  of  the  more  advanced  Graeco-Roman  civilization  that 
initially  appealed  to  the  West,  instead  of  its  broadly  literary  or  purely  humanistic 
tradition.  In  this  respect,  the  western  Europeans  departed  radically  from  their  Byzan¬ 
tine  cousins  who  were  favoring  the  literary  studies  of  the  Greeks  over  their  scientific 
and  technical  accomplishments.  This  fact  may  reveal  a  fateful  difference,  a  basic 
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reason  why  the  West  more  quickly  developed  a  modem  form  of  civilization  while  the 
East  continued  in  its  traditional  ways. 

The  Origin  of  Universities: 

From  Scholasticus  to  Professor 

.4s  the  numbers  of  students  in  the  European  cathedral  schools  increased  in  the 
eleventh  century,  direct  management  was  often  delegated  by  the  bishop  to  a  church 
official  known  as  the  chancellor.  The  chain  of  authority  was  from  pope  to  bishop  to 
chancellor  or  scholasticus.  One  of  the  most  important  powers  delegated  to  the 
chancellor  was  the  right  to  issue  to  qualified  students  a  license  to  teach  {licentia 
docendi)  within  the  diocese.  As  certain  of  the  cathedral  schools  grew  to  still  greater 
prominence,  the  pope  gave  them  the  right  to  issue  a  license  to  teach  anywhere  {licentia 
docendi  ubique),  a  much  sought  after  credential. 

Certain  cathedral  schools  acquired  the  title  studium  generale,  a  place  of  general 
study,  so  called  because  they  attracted  students  from  a  wide  area  and  their  license  to 
teach  was  recognized  beyond  their  own  jurisdiction.  By  1100  the  most  flourishing 
studia  were  those  in  northern  France  at  Chartres,  Orleans,  Reims,  Laon,  and  Paris;  in 
England  at  Canterbury;  in  Spain  at  Toledo;  in  Italy  at  Salerno  and  Bologna. 

In  the  twelfth  century  the  growing  number  of  teachers  and  students  began  to 
follow  a  typical  medieval  pattern  of  group  action:  they  organized  themselves  into  a 
guild,  or  imiversitas.  The  term  universitas  was  originally  applied  to  any  group  of  people 
who  formed  a  guild  for  common  purposes,  but  gradually  it  was  limited  to  universities 
of  faculties  and  students.  As  this  kind  of  corporate  organization  took  place,  cathedral 
schools  became  universities.  The  process  of  transformation  was  gradual,  and  no  exact 
date  can  be  given  for  this  transition  in  the  case  of  the  universities  that  appeared  in  the 
later  twelfth  and  early  thirteenth  centuries.  The  university  of  teachers  was  designed  to 
protect  their  rights  against  the  chancellor,  the  bishop,  the  king,  the  town,  or  anyone 
else  who  tried  to  bring  them  under  control.  Likewise,  the  students  often  organized 
themselves  into  guilds  for  protection  against  the  teachers,  the  townspeople,  and  each 
other.  These  early  student  universities  usually  followed  nationality  lines  according  to 
the  region  or  country  from  which  the  students  came. 

In  the  eleventh  century  large  numbers  of  students  were  flocking  to  Paris, 
attracted  by  Abelard  and  Iris  colleagues  to  the  schools  of  the  cathedral  of  Notre  Dame, 
the  collegiate  church  of  St.  Genevieve,  and  the  abbey  of  St  Victor.  Before  the  end  of 
the  twelfth  century  the  masters  of  these  schools  had  organized  themselves  into  guilds 
of  liberal  arts,  law,  medicine,  and  theology,  because  they  felt  themselves  fettered  by 
the  control  of  the  chancellors  of  Notre  Dame  and  St.  Genevieve.  The  masters,  wanting 
to  control  their  own  affairs,  appoint  new  members  to  their  group  as  other  guilds  did, 
and  issue  licenses  to  teach,  turned  to  anyone  who  would  give  them  help  in  their 
struggles  to  achieve  greater  autonomy.  On  occasion,  they  turned  to  the  king  for  help 
against  the  townspeople;  Louis  VII  gave  them  the  right  to  strike  whenever  they  were 
molested  by  the  town,  and  students  and  faculty  gained  the  right  to  be  tried  by 
ecclesiastical  or  university  courts  rather  than  in  the  civil  courts.  If  the  king  then  began 
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to  issue  too  many  orders  to  the  university,  as  Philip  Augustus  did,  the  faculty  turned 
to  the  pope  for  help.  If  the  chancellor  tried  to  require  obedience  of  them,  as  the 
chancellor  of  Notre  Dame  did,  they  again  turned  to  the  pope,  or  they  struck. 

Whenever  the  faculty  felt  that  restraints  were  intolerable,  they  would  leave  the 
city  or  threaten  to  do  so;  and  as  the  students  often  joined  with  the  faculty,  the 
university  could  on  occasion  bring  the  king,  the  town,  or  the  church  to  their  terms.  In 
their  disputes  with  the  chancellor,  the  faculty  won  from  Pope  Innocent  III  in  1212a 
vital  recognition  of  their  association;  Innocent  ordered  the  chancellor  to  wait  for 
recommendations  from  the  faculty  before  appointing  new  professors.  Again  in  1229 
the  faculty  appealed  to  the  pope  over  the  chancellor’s  head,  and  in  1231  the  papal  bull 
of  Pope  Gregory  IX  became  the  main  fortification  of  the  autonomy  of  the  university 
faculty.  Thus  the  papacy  showed  itself  willing  to  overrule  its  own  appointed  officials 
and  to  protect  the  university  in  order  to  gain  more  direct  control  over  it.  In  general, 
the  faculty  was  willing  to  accept  this  help,  for  the  pope  was  far  away,  whereas  the 
chancellor  was  on  the  grounds  and  was  therefore  thought  to  be  a  more  immediate 
threat. 

However,  the  faculty  also  had  its  troubles  with  the  pope.  When  the  Dominican 
friars  began  to  teach  in  the  University  of  Paris,  they  often  came  into  conflict  with  the 
other  professors,  refusing  to  walk  out  when  the  rest  of  the  professors  went  on  strike. 
The  pope  supported  the  Dominicans,  and  the  strike  was  broken,  but  the  university  had 
shown  that  it  was  hard  to  control  from  outside  and  hard  to  govern  from  within. 

One  of  the  significant  outcomes  of  the  struggle  for  autonomy  at  the  University 
of  Paris  was  the  idea  that  the  faculty  was  a  corporate  body  that  had  full  legal  power  to 
set  the  curriculum,  issue  the  license  to  teach,  confer  degrees,  appoint  its  own  members, 
and  otherwise  run  its  affairs  without  responsibility  to  administrative  officers  or  a 
board  of  control  outside  its  membership.  The  idea  that  the  faculty  was  the  university 
has  had  intellectual  and  educational  repercussions  ever  since  its  origin,  recurringly 
disputed  by  church,  state,  special  interest  groups,  and  students. 

Increasingly,  Paris  was  regarded  as  the  great  medieval  university  of  Europe.  The 
saying  was  “Italy  has  the  Papacy;  Germany  has  the  Empire;  and  France  has  the 
University  of  Paris;  all  is  well.”  The  estimate  is  made  that  there  were  between  5,000 
and  7,000  students  at  Paris  in  the  middle  of  the  thirteenth  century.  They  came  from 
all  parts  of  western  Europe.  Its  international  makeup  was  even  more  characteristic  of  a 
university  than  of  a  studium  generale. 

In  Italy  the  most  famous  university  of  the  thirteenth  century  was  at  Bologna, 
where  the  university  developed  out  of  a  cathedral  school  of  arts,  a  monastic  school  of 
law,  and  a  municipal  school  of  rhetoric.  An  interesting  characteristic  of  Bologna  was 
the  original  power  of  the  student  guilds  in  controlling  the  affairs  of  the  university.  In 
fact,  the  impulse  to  university  organization  arose  among  students  (who  were  much 
older  than  those  in  northern  Europe)  as  they  sought  to  achieve  protection  against  the 
hostile  town  community  and  against  the  professors.  For  several  decades  the  rector  of 
the  student  guilds  was  recognized  as  the  head  of  the  university;  the  professors  were 
obliged  to  take  an  oath  of  obedience  to  the  student  rector  and  abide  by  the  regulations 
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of  the  student  guilds  concerning  the  content  of  lectures  and  the  length  of  the  academic 
term.  Other  universities  that  achieved  some  status  in  Italy  during  the  thirteenth 
century  were  at  Siena,  Padua,  Naples  (founded  by  Frederick  II),  and  Rome  (founded 
by  the  pope).  By  the  sixteenth  century  student  control  in  Italian  universities  was 
disappearing,  and  the  towns  were  taking  over  basic  control. 

The  universities  at  Oxford  and  Cambridge  were  the  only  universities  in  England 
for  several  centuries.  Having  achieved  the  faculty  organization  of  a  university  by  1167 
or  1168,  Oxford  was  modeled  in  large  part  upon  the  faculties  of  Paris  but  was  not  so 
closely  supervised  by  the  papacy  or  by  the  local  bishop.  Cambridge  was  established 
later,  when  a  group  of  masters  moved  in  dissatisfaction  from  Oxford  in  1209.  This 
practice  of  secession  from  one  university  to  another  accounts  for  the  establishment  of 
many  universities  throughout  Europe. 

By  the  end  of  the  thirteenth  century  the  only  universities  in  France,  outside  of 
Paris,  were  those  at  Montpellier  and  Toulouse.  Montpellier  was  especially  noted  for  its 
work  in  medicine.  Toulouse  was  founded  by  the  papacy  in  the  1230s  as  a  means  of 
combating  heresy  in  southern  France.  Universities  appeared  in  Spain  at  Salamanca  and 
Seville,  and  in  Portugal  at  Lisbon  before  the  end  of  the  thirteenth  century.  In  the 
fourteenth  and  fifteenth  centuries  the  university  movement  spread  throughout  north 
and  central  Europe.  More  than  seventy-five  universities  were  known  by  the  end  of  the 
fifteenth  century.  Nothing  like  this  diffusion  of  higher  education  occurred  in  any 
other  civilization  until  modern  times.  (See  Figure  5.2-The  Heartland  of  Western 
Education  c.  1500  A.D.) 

The  Idea  of  Licenses  and  Degrees 

With  the  rise  of  the  university  system,  an  expansion  of  the  liberal  arts  curriculum 
followed.  Whereas  the  faculty  of  theology  at  the  University  of  Paris  was  slow  to  accept 
the  newly  imported  philosophical  work  of  Aristotle,  the  arts  faculty  was  much  more 
receptive  in  its  efforts  to  digest  and  assimilate  them.  In  this  way,  the  arts  faculty  made 
itself  more  vital  and  relevant  to  students.  As  Aristotle  gradually  became  “respectable” 
and  his  philosophical  and  scientific  studies  reconciled  with  church  doctrine,  they  came 
to  be  prescribed  by  the  arts  faculty  along  with  the  traditional  seven  liberal  arts. 

Whence  came  the  power  to  require  these  studies  as  the  heart  of  a  liberal 
education?  The  origin  of  prescription  seems  to  rest  in  the  church’s  practice  of  licensing 
its  teachers.  Since  most  teachers  in  the  Middle  Ages  were  minor  clerics  and  since  it  was 
felt  that  all  clerics  should  be  trained  properly  in  religious  orthodoxy  as  well  as  in  the 
tools  of  scholarship,  the  church  found  it  expedient  to  control  entrance  into  the 
teaching  profession.  So  a  condition  for  granting  the  licentia  docendi  was  the  successful 
completion  of  the  course  in  the  liberal  arts.  With  the  spread  of  university  organization, 
the  licentia  turned  into  the  arts  degree  and  was  granted  by  the  faculty  of  arts  rather 
than  by  the  bishop  or  the  chancellor.  The  first  complete  prescribed  curriculum  in  arts 
seems  to  have  been  laid  down  at  the  University  of  Paris  in  1215. 

In  general,  when  the  student  had  finished  three  or  four  years  of  study  of  the 
elementary  liberal  arts  (trivium),  he  was  granted  the  baccalaureate  degree  in  arts. 
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which  indicated  that  he  was  ready  to  be  an  assistant  teacher.  He  then  studied  the 
higher  liberal  arts  (quadrivium)  and  Aristotelian  philosophy  for  some  three  years  more, 
at  the  conclusion  of  which  he  was  granted  the  final  license  to  teach  and  was  entitled  to 
become  a  master  teacher  of  arts.  To  win  the  master's  degree,  the  student  usually  was 
required  to  prepare  a  thesis  and  defend  it  against  disputants  in  much  the  same  manner 
that  a  journeyman  presented  his  masterpiece  to  the  guild  members  as  proof  of  his 
qualification  to  become  a  master  workman. 

When  a  boy  or  a  young  man  went  to -a  university  in  the  Middle  Ages,  he  simply 
sought  out  the  master  under  whom  he  wished  to  study,  signed  his  name  on  that 
master’s  roll,  and  paid  him  his  fees.  The  student  then  lodged  where  he  could  and 
acquired  the  clerical  gown  as  a  sign  that  he  was  a  student.  Since  many  of  the  students 
were  quite  young,  the  question  of  lodging  became  a  problem,  especially  for  the  poorer 
students.  Philanthropy  came  to  their  rescue,  as  rich  benefactors  provided  buildings 
where  they  could  live  or  the  friars  opened  their  houses  to  take  them  in.  A  college  in  its 
origin  was  thus  simply  a  rooming  and  boarding  house  for  young  and  indigent  scholars. 
As  would  be  natural,  discipline  soon  became  a  problem,  and  some  universities  began  to 
assign  masters  to  these  colleges  to  maintain  discipline. 

The  methods  of  instruction  at  the  medieval  universities  were  principally  lectures, 
repetitions,  and  disputations.  The  lecture  was  a  reading  aloud  from  the  textbook  by 
the  master  and  then  his  commenting  upon  the  material  line  by  line.  These  commen¬ 
taries  when  written  out  were  called  The  lecturing  might  be  very  complicated  as 

one  master  elaborated  upon  certain  passages  by  referring  to  the  glosses  of  a  whole 
series  of  scholars  who  had  commented  upon  each  other.  The  repetition  was  basically  a 
review  of  the  materials  of  the  lectures  and  textbooks.  The  disputation  was  a  formal 
occasion  when  students  defended  or  attacked  certain  theses  according  to  established 
rules  for  argumentation. 

The  extracurricular  side  of  the  student’s  life  was  doubtless  exhilarating.  As 
antidotes  for  wordy  lectures  and  texts,  students  engaged  in  all  sorts  of  activities  that 
were  frowned  upon  by  the  university  authorities,  who  made  little  or  no  effort  to 
provide  facilities  for  acceptable  physical  or  social  activities.  The  regulations  listing 
prohibited  pastimes  reveal  what  the  students  most  enjoyed  doing.  Fighting  and 
brawling  were  perhaps  most  popular.  Regulations  were  also  issued  against  cock 
figliting;  tennis;  gambling;  singing  and  playing  musical  instruments;  and  the  keeping  of 
such  pets  as  parrots,  hawks,  monkeys,  bears,  wolves,  and  dogs.  Apparently,  students 
spent  a  great  deal  of  time  singing,  telling  stories,  and  drinking.  These  were  activities  to 
be  expected  in  institutions  where  organized  sports  and  physical  education,  scientific 
investigations  of  nature,  and  easy  social  intercourse  were  not  admitted  to  standing 
alongside  lectures,  note  talcing,  and  the  study  of  prescribed  books. 

Whatever  may  have  been  the  attractions  of  student  life  in  the  tliirteenth  century, 
a  career  in  university  teaching  began  to  challenge  a  career  in  church  or  state  as  an 
outlet  for  the  energies  of  able  young  men.  We  have  noted  that  virtually  all  the 
important  thinkers,  writers,  and  intellectual  leaders  in  the  thirteenth  century  were 
university-trained  men  or  professors.  As  the  principal  molders  of  the  intellectual  life  of 
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the  times,  the  status  of  the  teaching  profession  in  the  universities  was  very  high, 
surrounded  with  privileges,  exemptions,  and  immunities.  University  professors  did  not 
acquire  the  wealth  of  noblemen  or  high  churchmen,  but  they  enjoyed  much  better 
than  average  living  and  held  an  enviable  place  in  public  respect  and  social  esteem.  At 
Oxford  and  Cambridge  they  gained  special  representation  in  Parliament,  and  as  a  group 
they  were  often  sought  out  to  decide  important  questions  of  heresy  or  theology  or 
even  political  disputes.  The  cathedral  schools  and  universities  were  key  agencies  in  the 
formation  of  a  distinctive  Western  civilization  in  the  late  Middle  Ages.  The  university’s 
role  in  shaping  the  culture  and  thought  of  Western  civilization  did  not  reach  such  a 
zenith  again  until  the  spurt  to  modernization  in  the  late  nineteenth  and  early 
twentieth  centuries. 


CHAPTER  VI 


THE  FLORESCENCE 
OF  THE  WESTERN 
EDUCATIONAL  TRADITION- 
WITH  INTIMATIONS 
OF  MODERNITY 

(1400  A.D.-1700  A.D.) 


A.  THE  THIRD  TRANSFORMATION  OF  MAN: 

FROM  TRADITIONAL  CIVILIZATION 
TO  MODERN  CIVILIZATION 

In  the  remaining  chapters  of  this  book  we  approach  the  third  major  transformation  in 
the  human  career  as  outlined  in  Chapter  1 .  The  first  was  the  million-year  evolutionary 
process  during  which  prehuman  men  became  human  and  formed  folk  societies  that 
fanned  out  from  Africa  across  the  world.  The  second,  beginning  about  3,500  B.C.,  was 
the  civilization  process  during  which  an  increasing  number  of  folk  societies  became 
civilized,  a  process  that  eventually  resulted  in  the  spread  of  traditional  civilizations 
across  the  land  masses  of  the  Afro-Eurasian  ecumene. 

Then,  beginning  about  1400  or  1500  A.D.  traditional  civilization  in  the  West 
began  to  be  affected  by  the  third  great  human  transformation,  the  modernization 
process.  For  about  300  years  the  intimations  of  modernity  gained  strength,  but  only 
with  difficulty  against  the  forces  of  tradition  wliich  continued  to  dominate  education. 
Thereafter,  with  accelerating  speed,  the  transmutation  to  modernity  spread  for  some 
200  years  through  much  of  Western  civilization  from  approximately  1650  to  1850 
A.D.  Finally,  from  the  mid-nineteenth  century  onward,  modernization  and  modern 
civilization  began  to  encompass  the  entire  world. 

While  the  modern  and  the  premodern  societies  continue  to  exist  side  by  side  and 
while  they  sometimes  fuse  into  a  variety  of  mixed  forms,  the  overall  trend  toward  the 
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modem  has  been  unmistakable  for  some  500  years.  The  principal  ingredients  of  the 
early  modernization  process  as  they  applied  to  education  are  discussed  here,  while 
those  of  the  later  modernization  process  will  be  discussed  in  Chapter  9. 

Every  historian  has  his  favorite  dates  for  marking  the  dawn  of  modern  times.  For 
a  long  time  the  Italian  Renaissance  of  the  fourteenth  century  was  considered  to  be  the 
first  act  of  modernity,  and  Petrarch  the  first  modern  man;  so  this  would  put  the  date 
at  roughly  1300  A.D.  Or  the  Age  of  Discovery  of  the  fifteenth  century  may  be  taken 
as  the  opening  of  modern  times;  the  date  would  thus  become  roughly  1500,  soon  after 
Portuguese,  Spanish,  and  Italian  captains  crossed  all  the  ocean  seas.  Or,  the  scientific 
revolution  of  the  sixteenth  and  seventeenth  centuries  may  be  regarded  as  marking  the 
major  break  between  medieval  and  modern  styles  of  thought;  in  this  case  the  key  dates 
would  become  1543  (for  Copernicus),  1600  (for  Galileo),  or  1687  (for  Newton).  Or, 
indeed,  the  Industrial  Revolution  of  the  eighteenth  and  nineteenth  centuries  may  be 
viewed  as  the  really  significant  process  that  distinguishes  modern  civilization  from  all 
prior  human  societies;  the  opening  date  of  modernity  would  thus  become  1750  (for 
power  machinery  in  the  textile  industry),  1776  (for  Watt’s  steam  engine),  or  1830  (for 
the  application  of  steam  to  transportation  and  manufacturing. 

These  four  sets  of  events  and  their  respective  dates  all  have  their  merits  in 
pointing  to  essential  historical  ingredients  of  modernity,  but  they  range  over  a  period 
of  at  least  500  years;  and  they  do  not  define  very  precisely  the  major  changes  that 
marked  Western  education  as  it  began  to  play  its  role  in  the  development  of  modem 
civilization. 

My  own  view  is  that  the  most  convenient  general  date  for  marking  the  onset  of 
modern  education  is  the  year  1400  A.D.  I  do  this  because  it  seems  to  me  that  the 
historical  intimations  of  modern  Western  education  can  best  be  understood  if  the  three 
centuries  from  1400  to  1700  are  viewed  as  something  of  a  unit.  (See  Figure  5.1-the 
Curve  of  Educational  Development  in  Western  Civilization,  p.  156) 

This  early  modern  period  in  Western  education  begins  around  the  year  1400 
with  a  series  of  important  proposals  made  by  humanist  scholars  tor  the  reform  of 
medieval  education.  These  were  touched  off  by  the  visit  of  the  Greek  Chrysoloras  to 
Italy  from  Byzantium  and  a  return  visit  by  the  Itahan  Guarino.  It  culminates  around 
the  year  1650  with  a  series  of  important  proposals  made  by  English  Puritans  and  their 
Protestant  co-workers  from  the  continent  of  Europe.  These  proposals  in  turn  looked 
to  the  reform  of  humanist  education.  In  between,  the  face  of  European  education  was 
substantially  changed,  but  it  had  by  no  means  become  entirely  “modern.”  In  fact,  the 
period  ends  with  the  slowing  down  of  the  English  revolution  at  mid-seventeenth 
century  and  the  failure  of  the  English  reformers  to  modernize  the  mainstream  of 
English  education.  This  fact,  along  with  the  general  inability  of  the  modernizing 
leadership  to  consolidate  the  gains  of  the  Enghsh  revolution,  probably  delayed  the  full 
transformation  of  Western  civilization  for  a  century  or  so. 

But  basic  changes  in  education  had  been  made  in  the  three  centuries  from  1400 
to  1700,  some  traditionahzing  in  their  effects  and  some  modernizing.  With  the  benefit 
of  historical  perspective  the  period  begins  the  florescence  of  the  traditional  education 
of  the  West.  I  refer  to  intimations  of  modernity  to  call  attention  to  the  relatively 
modest  steps  taken  toward  modernity. 
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On  the  whole,  the  institutionalizing  of  the  national  state  systems,  the  broadening 
structure  of  social  participation,  the  awakening  of  Europe  to  the  world  overseas  and  an 
intellectuai  trend  toward  scientific  realism  had  a  generally  modernizing  influence  on 
education,  wliile  the  emergence  of  Renaissance  Humanism,  the  Protestant  Reforma¬ 
tion,  and  the  establishment  of  national  state  churches  had  a  general  traditionalizing 
effect.  So  while  the  intimations  of  modernity  were  appearing  in  thia  period,  the  weight 
of  influence  was  on  the  side  of  establishing  and  maintaining  a  powerful  educational 
tradition  that  turned  out  to  be  curiously  resistant  to  further  change.  In  themselves, 
change  and  innovation  are  not  necessarily  modernizing. 

The  Political  Institutionalization  of  the  Nation-State 

The  striking  thing  about  political  development  in  the  early  part  of  our  period  was  the 
growth  of  the  centralized  political  authority  of  the  monarchies  in  France  and  England. 
In  this  process  the  medieval  political  traditions  of  feudalism  gave  way  to  the  modern 
institutions  of  the  nation-state.  The  trend  to  put  more  political  power  in  the  hands  of 
the  kings  progressed  to  such  an  extent  that  the  seventeenth  century  has  often  been 
called  the  age  of  absolutism.  The  medieval  conception  of  a  universal  Christendom  with 
the  Pope  as  head  received  increasingly  sharp  blows,  and  constant  difficulties  beset  the 
long-lived  Holy  Roman  Empire.  The  time  seemed  ripe  for  a  coalition  of  kings, 
merchants,  gentry,  religious  reformers,  and  professional  intellectuals  within  the  various 
national  states  to  break  the  political,  economic,  and  religious  control  of  the  Catholic 
church  in  Europe. 

Yet,  the  states  most  successful  in  their  early  efforts  to  centralize  royal  power 
were  Catholic  Spain,  Catholic  France,  and  Protestant  England.  They  were  first  able  to 
build  superior  royal  power  and  centralized  territorial  authority  by  developing  profes¬ 
sional  bureaucracies,  strengthening  loyal  military  forces  and  courts,  harnessing  or 
hobbling  the  upper  aristocracy ,  and  reducing  the  autonomy  of  cities  and  towns.  Under 
Ferdinand  and  Isabella  (1479-1516)  and  Charles  I  (1516-1556)  who  was  also  Emperor 
Charles  V  of  the  Holy  Roman  Empire  ,  Spain  emerged  as  one  of  the  strongest  national 
states  and  colonial  empires  in  the  sixteenth  century.  In  France  the  trend  toward  royal 
supremacy  proceeded  apace.  With  the  reign  of  Francis  I  (1515-1547)  and  Henry  IV 
(1589-1610)  France  became  one  of  the  great  centralized  powers  of  Europe.  The 
process  reached  its  epitome  in  the  hands  of  the  supreme  absolutist  of  all,  Louis  XIV 
who  began  his  long  reign  in  1 643 . 

In  England,  Henry  VIII  hastened  the  process  of  consolidating  royal  authority  as 
he  built  up  the  navy,  took  over  the  Catholic  monasteries,  disestablished  the  Catholic 
church  in  favor  of  the  Church  of  England,  and  won  over  many  nobles  and  gentry  as 
well  as  merchants  to  his  side.  The  long  reign  of  Queen  Elizabeth  further  strengthened 
the  power  of  the  monarchy.  When  the  Stuart  kings,  James  I  and  Charles  I,  came  to  the 
throne,  they  forcefully  asserted  the  doctrine  of  the  divine  right  of  kings,  only  to  be  set 
back  by  the  revolution  led  by  Parhament,  gentry,  and  Puritans  during  the  civil  war  in 
the  fniddle  decades  of  the  seventeenth  century.  With  the  restoration  of  the  Stuarts  in 
1660,  Charles  II  and  James  II  again  claimed  rule  by  divine  right.  The  English  people, 
however,  soon  reestabhshed  constitutionalism  by  bringing  in  William  of  Orange  and 
Mary  to  be  rulers  of  a  limited  monarchy  in  the  Glorious  Revolution  of  1688.  From 
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then  on,  the  partnership  of  crown  and  Parliament,  largely  controlled  by  the  upper 
classes,  gave  stability  and  power  to  the  English  nation-state. 

In  contrast  to  the  growing  consolidation  of  political  authority  of  the  nation  in 
France  and  England,  the  German,  Slavic,  and  Magyar  states  of  Central  and  Eastern 
Europe  were  marked  by  confusion,  rivalry,  and  constant  change  of  boundaries.  Much 
of  this  region  of  Europe  was  nominally  a  part  of  the  Holy  Roman  Empire,  but  it 
displayed  little  of  the  authority  usually  associated  with  the  word  empire.  Dozens  of 
states,  large  and  small,  were  ruled  by  family  dynasties,  joined  together  only  by  more  or 
less  loosely  held  loyalties  and  responsibilities,  all  supposedly  owing  allegiance  to  the 
emperor.  The  crown  was  bandied  from  family  to  family  and  contended  for  by  those 
princes  who  could  get  the  necessary  political  or  military  support.  During  most  of  the 
period  the  forces  of  particularism  were  able  to  hold  out  against  the  dynastic  ambitions 
of  the  Hohenstaufen  and  Hapsburg  families. 

Politically,  Italy  was  made  up  of  a  number  of  independent  city-states,  duchies, 
and  kingdoms.  No  central  political  authority  was  strong  enough  to  weld  the  various 
sovereignties  of  cities  and  states  into  a  nation  as  was  being  done  in  France,  England, 
and  Spain.  In  those  cities  where  the  merchant  guilds  were  strongest,  republican  forms 
of  government  prevailed,  as  in  Venice  and  Florence.  In  other  cases  the  nobles  were 
able  to  maintain  power,  as  in  the  duchies  of  Milan  and  Mantua  and  the  kingdoms  of 
Naples  and  Sicily.  For  much  of  the  fifteenth  century  the  Italian  cities  set  the  pace  for 
Europe  in  political,  economic,  and  cultural  affairs,  but  their  decline  was  signaled  by 
the  invasion  from  France  in  1494,  after  which  Italy  became  a  recurring  battleground 
for  the  French,  the  Spanish,  and  the  Germans.  Because  of  the  strength  of  local  rulers, 
particularistic  loyalties,  and  the  fortunes  of  war,  national  unity  was  delayed  for 
generations  in  Italy  as  well  as  in  Germany. 

The  revolt  of  the  Netherlands  against  Spain  and  the  setting  up  of  the  Dutch 
Republic,  along  with  the  establishment  of  the  English  Commonwealth,  heralded  the 
growth  of  constitutional  government,  in  which  the  civil  rights  of  merchants,  gentry, 
and  free  men  were  proclaimed  against  autocratic  usurpation  by  an  absolute  monarch. 
The  documents  on  civil  and  economic  freedom  by  John  Milton,  the  Petition  of  Right 
in  1628,  the  Bill  of  Rights,  and  Act  of  Toleration  in  1689  laid  the  foundations  for  the 
civil  liberties  that  have  been  written  into  most  democratic  constitutions  since  that 
time. 

One  of  the  far-reaching  corollaries  of  the  consolidation  of  the  national  states  was 
the  growth  of  a  spirit  of  nationalism  and  the  accentuation  of  national  differences.  The 
constant  wars,  the  growing  use  of  vernacular  languages,  and  a  mounting  sense  that 
one  s  own  nationality  was  different  from  (and  better  than)  all  other  nationalities  gave 
rise  to  strong  feelings  of  national  importance  and  patriotism.  Schools  and  education 
have  played  an  enormous  part  in  the  process  of  building  up  a  spirit  of  nationalism.  The 
inculcation  of  national  loyalties  through  the  schools  and  the  teaching  of  the  vernacular 
language  eventually  became  a  primary  task  of  the  national  school  systems.  State 
control  of  educational  institutions  was  principally  promoted,  however,  through  the 
agency  of  state-supported  national  churches. 
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From  Universal  Church  to  Nation-Churches 

One  of  the  most  pregnant  events  for  the  future  of  Western  education  was  the 
disintegration  of  the  Roman  Catholic  church  and  the  formation  of  a  number  of 
national  churches.  In  1400  the  Catholic  church  was  still  the  universal  church  of 
Europe  in  fact  as  well  as  in  name,  despite  the  growth  of  the  conciliar  movement  which 
promulgated  the  theory  that  church  government  should  be  in  the  hands  of  a  league  of 
national  churches.  By  the  beginning  of  the  sixteenth  century  the  Protestant  Reforma¬ 
tion  had  gained  enough  strength  to  weld  a  series  of  alliances  between  dissident 
reformers  and  nationalizing  rulers.  These  resulted  in  successful  breakaway  movements 
in  Germany,  Switzerland,  the  Netherlands,  England,  and  Scotland.  Some  of  these 
revolutions  were  relatively  peaceful,  others  were  particularly  bloody.  By  the  end  of  the 
Thirty  Years’  War  at  the  Treaty  of  Westphalia  in  1648,  the  worst  of  the  violence,  if  not 
the  passions,  of  religious  warfare  had  subsided.  The  result  in  most  of  Western  Europe 
was  the  institution  of  a  variety  of  state  establishments  of  religion  each  determined  that 
education  should  be  a  major  instrument  of  its  politicoreligious  policy.  (See  Figure  6.1) 

Following  Martin  Luther’s  break  with  the  Catholic  church  in  1520,  Lutheranism 
became  ever  more  closely  allied  with  the  civil  authority.  This  principle  of  alliance 
between  church  and  state  was  formally  recognized  at  the  Diet  of  Spires  in  1526,  when 
rival  Catholic  and  Lutheran  rulers  met  to  prevent  further  revolts  of  the  peasants.  In  the 
face  of  the  common  enemy  the  rulers  decided  to  declare  an  armistice  on  religious 
warfare,  announcing  that  each  ruler  should  decide  for  himself  and  for  his  subjects 
which  religion  should  be  established  in  his  state;  a  doctrine  summed  up  in  the  words, 
cuius  regio  eius  religio  (whose  rule,  his  religion).  During  the  religious  wars  of  the  next 
hundred  years  the  right  of  the  state  to  determine  the  religion  of  its  subjects  was 
generally  accepted;  but  the  right  of  the  individual  person  to  choose  his  own  religion 
was  not  part  of  the  bargain.  The  individual  could  legally  be  only  a  CathoKc  or  a 
Lutheran,  this  decision  resting  in  the  hands  of  his  ruler. 

At  the  end  of  the  Thirty  Years’  War  (1618  to  1648)  Germany  was  exhausted, 
and  Protestantism  triumphant  in  the  states  of  northen  Germany.  The  efforts  of 
Protestant  rulers  to  break  with  the  Roman  church  and  the  Holy  Roman  Empire  were 
crowned  with  success.  At  the  Peace  of  Westphalia  (1648)  the  foundations  of  the 
present  nation-states  of  Europe  were  laid,  each  state  recognized  to  be  completely 
sovereign  and  no  longer  subject  to  the  Empire.  In  the  eyes  of  some  historians  the  Peace 
of  Westphaha  is  one  of  the  most  important  treaties  ever  signed.  It  put  the  seal  upon 
the  nation-state  as  the  principal  political  form  of  Western  civilization. 

Whereas  Luther’s  reliance  upon  the  state  had  resulted  in  the  church  virtually 
becoming  an  arm  of  the  state,  John  Calvin  argued  that  the  state  should  be  considered 
the  pohtical  and  civil  arm  of  the  church,  to  do  its  bidding  and  carry  out  its  injunctions. 
In  ruling  on  behalf  of  God,  Calvinist  leaders  asserted  their  right  to  exert  strict  control 
over  all  the  affairs  of  men,  economic,  political,  and  social  as  well  as  religious. 
Education,  of  course,  was  one  of  the  facets  of  institutional  life  to  be  included  in  this 
range  of  control.  Calvinists  played  key  roles  in  the  Bohemian  revolt,  the  Huguenot 
wars  in  France,  the  Dutch  revolt  against  Philip  of  Spain,  the  Presbyterian  revolt  against 
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the  monarchy  in  Scotland,  the  Puritan  revolution  in  England,  and  later  in  the 
American  Revolution.  Integral  to  their  success  was  a  profound  belief  in  the  value  of 
education  and  an  insistence  that  education  be  made  available  to  all. 

The  Reformation  in  England  produced  no  single  dominating  religious  or  evanael- 
ical  reformer  to  match  Luther  or  Calvin.  Rather  it  took  place  from  the  top  down  as 
successive  kings  and  queens  took  the  initiative  in  overthrowing  or  restoring  the  power 
of  the  Catholic  church.  In  these  efforts  Parliament  sometimes  supported  the  kino  and 
sometimes  opposed  him.  In  1 534  Henry  VIII  caused  Parliament  to  pass  the  Act  of 
Supremacy,  wliich  recognized  the  crown  as  the  sole  head  of  the  church  in  England 
After  Henry  VIII,  Protestantism  had  varying  fortunes  in  England.  It  continued  to  grow 
strong  under  Henry’s  son,  Edward  VI,  whose  affairs  were  run  largely  by  Cranmer 
Archbishop  of  Canterbury.  It  received  a  setback  under  Mary  who  restored  Catholicism 
and  Roman  control  of  the  church  and  forced  many  Protestant  churchmen  to  flee  from 
England.  These  Marian  exiles  were  welcomed  by  the  Calvinists  of  the  Netherlands  and 
Switzerland,  and  when  they  returned  under  Elizabeth,  they  brought  Calvinism  back  to 
England  with  them,  laying  the  foundation  for  Puritanism. 

Under  Elizabeth’s  long  reign  from  1558  to  1603  the  so-called  Elizabethan 
settlement  was  achieved,  whereby  the  Church  of  England  was  established,  and  enough 
reforms  were  made  to  satisfy  large  numbers  of  Englishmen.  Under  the  Stuart  kings, 
James  1  and  Charles  I,  the  Puritans  increased  their  demands  for  religious  liberty,  but 
many  fled  from  England  to  America.  Turning  the  tables  under  the  Commonwealth,  the 
Puritans  were  not  sorry  to  see  many  Anglicans  emigrate  to  America.  Soon  after  the 
Stuart  Restoration  the  Act  of  Uniformity  of  1662  required  all  teachers  to  take  an  oath 
subscribing  to  the  Anglican  religion  and  to  acquire  a  license  from  church  officials.  A 
few  years  later  the  Five  Mile  Act  levied  fines  upon  any  nonconformist  who  taught  in 
defiance  of  these  regulations.  The  Puritans  defied  these  laws  by  setting  up  covert 
schools,  known  as  Dissenters’  Academies,  for  their  congregations.  With  the  Act  of 
Toleration  of  1689  under  William  and  Mary  the  dissident  Puritans  were  free  to  teach 
openly  once  more,  but  the  Church  of  England  was  now  firmly  implanted  in  the 
dominant  tradition  of  English  education.  The  successes  of  Calvinist  Presbyterianism  in 
Scotland  left  only  Ireland  as  a  stronghold  of  Cathohcism  in  the  British  Isles. 

Despite  the  inroads  made  by  the  Protestant  reformations,  the  Catholic  church 
remained  by  far  the  strongest  single  church  in  Europe.  Italy,  Spain,  Portugal,  France, 
and  southern  Germany  continued  basically  loyal  to  the  Cathohc  establishment,  which 
had  many  advantages  in  addition  to  the  custom  and  tradition  that  kept  people  in  the 
centuries-old  fold  of  their  fathers.  The  Cathohc  organization,  with  a  single  head  in  the 
person  of  the  Pope  and  a  well-organized  hierarchy  of  officials  who  looked  to  the  head 
for  authority ,  aided  the  church  immensely  when  it  faced  the  often  scattered  efforts  of 
several  dissident  Protestant  groups.  Furthermore,  the  church  made  strenuous  doctrinal 
as  well  as  mihtary  efforts  to  stem  the  tide  of  Protestantism  througli  the  Inquisition, 
the  Index,  and  the  Council  of  Trent. 

Perhaps  the  most  effective  counterreformation  measure,  from  the  point  of  view 
of  education,  was  the  organization  in  1540  of  the  Society  of  Jesus  under  the 
leadership  of  Ignatius  Loyola.  Rejecting  the  monastic  and  mendicant  type  of  church 
order  the  Jesuits  became  a  mihtant  force  to  war  against  heresy  and  win  back  ground. 
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both  geographical  and  doctrinal,  lost  to  the  Protestants.  Loyola  knit  his  organization 
into  a  higlily  centralized  agency  with  strict  eligibility  tests  enforced  for  new  members. 
The  Jesuits  produced  eloquent  preachers,  well-trained  teachers,  and  untiring  mis¬ 
sionaries  for  Asia  and  the  Americas  as  well  as  for  Europe.  They  established  an 
extremely  efficient  system  of  schools  fo  raining  future  leaders  to  carry  on  the  work 
of  the  church.  From  the  beginning,  Loyola  was  convinced  of  the  necessity  of  superior 
educational  training  as  an  effective  weapon  against  Protestantism. 

As  a  result  of  the  Catholic  Counter-Reformation  in  the  later  sixteenth  and  early 
seventeenth  centuries,  the  Protestants  gained  no  new  victories  and  captured  no  new 
territory.  In  fact,  the  Catholics  won  back  Bohemia,  and  the  church  was  successfully 
reorganized  without  surrender  and  without  compromise.  A  quickened  interest  in 
education  was  expressed  througli  several  newer  teaching  orders,  such  as  the  Fathers  of 
the  Oratory  and  the  Institute  of  the  Brothers  of  the  Christian  Schools,  in  addition  to 
the  older  Franciscan  and  Dominican  orders.  Such  orders  were  extremely  influential  in 
carrying  the  religious  doctrines  of  Cathohcism  and  the  ideals  of  Catholic  education  to 
all  the  continents  of  the  world. 

The  basic  point  is  this:  the  long-established  principle  of  the  Roman  Catholic 
church  that  education  is  properly  a  function  of  the  church  and  should  therefore  be 
basically  a  Christian  education  was  embedded  ever  more  firmly  in  Western  education 
by  the  Protestant  Reformation  and  the  Catholic  Counter-Reformation.  The  vast 
majority  of  Christians  between  1400  and  1700  agreed  that  education  should  be 
religious;  they  disagreed  only  as  to  the  specific  doctrines  of  the  religion  to  be  taught 
and  as  to  the  relative  role  to  be  played  by  church  and  state  in  education.  The  details  of 
these  differences  cannot  be  followed  here,  but  the  general  views  may  be  liinted  at  in 
the  accompanying  Figure  6.1 . 

The  Catholic  view  placed  the  church  in  charge  of  a  spiritual  realm  superior  to  the 
temporal  realm  presided  over  by  the  state.  Education  was  primarily  a  concern  of  the 
superior  realm  and  only  secondarily  of  the  inferior.  Luther  turned  this  order  upside 
down  when  he  insisted  that  the  Christian  ruler  had  the  right  to  reform  the  church  and 
direct  it  to  do  the  state’s  bidding  in  all  areas,  including  education  in  schools  and 
universities.  Calvin  veered  toward  the  Catholic  view  by  insisting  that  the  state  must  do 
the  church’s  bidding  and  conduct  state  schools  according  to  the  precepts  of  the  true 
church.  Richard  Hooker,  apologist  for  the  Crown  and  the  Church  of  England,  formu¬ 
lated  a  third  order  whereby  the  state  and  the  church  are  distinct  corporations  both  of 
wMch  are  subordinate  to  the  crown  and  thus  entitled  to  the  educative  function. 

Whatever  the  variations  in  their  views,  the  majority  of  European  Christians 
during  the  period  up  to  1700  accepted  the  idea  of  an  establishment  of  religion,  i.e.  a 
close  alliance  between  church  and  state.  Only  a  few  minority  voices,  principally  those 
of  Protestant  separatists,  held  out  against  religion  being  established  by  law  and 
enforced  by  the  power  of  the  state.  Socinians,  Anabaptists,  Mennonites,  and  Quakers 
began  to  talk  about  genuine  freedom  of  religious  belief,  the  rights  of  individual 
conscience,  and  the  separation  between  church  and  state  as  a  necessary  correlate  of  the 
free  exercise  of  religion.  But  the  ideal  of  religious  freedom  and  the  separation  of 
church  and  state  as  its  political  embodiment  were  far  from  realization  in  this  period. 
The  best  that  was  achieved  was  a  limited  toleration  of  minority  religious  groups  and  a 
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Figure  6,1  Relations  of  Church,  State,  and  Education 


I.  Four  Variations  of  An  Estahlishment  of  Religion 
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certain  freedom  from  persecution  such  as  was  granted  to  French  Huguenots  by  Henry 
IV  in  the  Edict  of  Nantes  in  1598  (but  later  revoked  by  Louis  XIV  in  1685),  or  to 
English  Puritans  by  the  Toleration  Act  of  1689.  The  achievement  of  a  more  complete 
religious  freedom  had  to  await  the  acceleration  of  modernization  in  Western  ci\dliza- 
tion  which  accompanied  the  eighteenth  century  Enlightenment. 

The  Broadening  Structure  of  Social  Participation 

The  early  modern  period  can  certainly  not  be  termed  a  time  of  democratic  revolution 
in  the  sense  that  the  eighteenth  and  nineteenth  centuries  were,  but  it  was  a  time  when 
a  wider  spectrum  of  social  groups  began  to  gain  considerably  more  voice  in  the 
political  and  economic  affairs  of  some  of  the  nation-states.  The  upswing  in  European 
commerce  and  trade  that  had  begun  as  far  back  as  the  twelfth  and  tliirteenth  centuries 
literally  changed  the  map  of  the  world  during  the  sixteenth  and  seventeenth  centuries. 
In  general,  the  free  cities  of  Italy  and  northern  Germany  took  the  lead,  but  by  the 
sixteenth  century  the  axis  of  commercial  enterprise  began  to  shift  to  the  shores  of  the 
Atlantic  as  the  explorations  of  Vasco  da  Gama,  Columbus,  and  Magellan  opened  up 
new  trade  routes  across  the  ocean  seas  rather  than  simply  across  the  Mediterranean, 
the  Baltic,  and  the  North  Seas. 

Eventually,  the  growing  economic  power  of  the  middle  classes  led  to  a  greater 
political  power  in  the  major  nations  of  Europe.  Just  when  and  how  the  middle  classes 
began  to  exert  significant  political  strength  has  become  a  matter  of  extensive,  and 
sometimes  heated,  historical  debate  in  recent  years.  The  tendency  has  been  to 
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downgrade  the  political  prowess  of  the  urban  middle  classes  and  to  upgrade  the 
importance  of  the  landed  gentry  in  Tudor  and  early  Stuart  England.'  The  result  of  the 
historiographical  storm  over  the  gentry,  in  any  case,  has  been  to  underline  a  greatly 
expanded  role  for  the  nobility  and  gentry  in  the  field  of  education,  a  role  which  in 
turn  strengthened  the  upper  classes  so  that  they  were  able  to  retain  their  place  in  the 
power  structure  of  England  long  after  their  counterparts  in  France  were  able  to  do  so. 
Indeed,  the  gentry  were  key  allies  of  the  Tudor  kings  in  their  drive  to  centralized 
power,  and  then  became  key  participants  in  the  revolution  that  enabled  the  House  of 
Commons  to  challenge  the  power  of  the  Stuart  monarchy  and  even  to  overthrow  it 
during  the  mid-decades  of  the  seventeenth  century. 

The  crucial  point  to  make  here  is  that  facilities  for  organized  education  from 
lower  school  to  university  became  more  available  to  and  were  more  heavily  relied  upon 
by  a  wider  range  of  social  classes,  both  upper  and  middle,  both  rural  and  urban,  than 
ever  before.  This  was  generally  the  case  in  most  of  western  Europe,  but  is  perhaps  best 
illustrated  by  England,  which  played  such  a  key  role  in  the  modernization  of  the  West 
and  its  expansion  in  the  world. 

Just  as  the  political  changes  of  the  early  modern  period  were  profoundly 
interrelated  with  education,  so  were  its  economic  and  social  developments.  The 
primary  effect  of  both  was  to  create  for  the  schools  a  new  group  of  students  from  the 
mral  gentry  and  urban  middle  classes,  and,  to  a  lesser  extent,  from  lower  classes. 
Giving  their  children  the  advantage  of  an  education  was  one  of  the  ways  that  the 
newly  rich  could  achieve  respectability.  Therefore  the  merchant  classes  poured  money 
into  schools  of  all  kinds.  One  way  was  to  give  money  to  schools  already  established  or 
to  help  found  new  academic  schools.  Another  was  to  demand  schools  of  greater 
practical  and  vocational  use  for  a  life  of  business,  commerce,  and  agriculture.  In  some 
countries  this  end  was  achieved  through  voluntary  gifts  and  subscriptions  to  private 
schools.  In  other  countries  the  middle  class  used  its  newly  won  political  power  to  pass 
laws  creating  state  and  city  schools  supported  at  public  expense  for  the  benefit  of  all 
children.  The  extremes  at  each  end  of  the  social  scale  were  also  not  overlooked.  At  the 
upper  end,  the  nobility  on  the  Continent  were  interested  in  setting  up  special 
academies  to  train  their  children  in  the  proper  courtly  ways,  while  in  England 
aristocratic  youth  went  to  grammar  schools  and  the  universities.  At  the  lower  end, 
religious  and  philanthropic  agencies  set  about  giving  free  or  charity  education  to 
children  of  unemployed  or  pauper  parents  who  could  not  afford  to  have  them 
educated.  In  any  case,  the  religious  motive  was  nearly  always  combined  with  the 
political  and  economic  in  the  efforts  to  provide  education. 

Along  with  the  growing  urbanization  and  commercial  activity  that  created  a 
network  of  trading  cities  across  the  face  of  Europe  went  a  series  of  technological 
inventions  that  further  accelerated  trade  in  goods  and  ideas  and  even  boosted  them 
into  global  dimensions.  The  fifteenth  and  sixteenth  centuries  refined  and  enlarged  the 
scope  of  technology  in  fortification,  farming,  mining,  manufacturing,  and  precision 

'For  a  handy  summary  of  the  main  points  in  the  controversy  and  excerpts  from  key  references,  see 
Lawrence  Stone,  Social  Change  and  Revolution  in  England,  1540-1640,  Longmans,  Green,  Lon¬ 
don,  1965. 
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instruments.  Above  all,  they  perfected  two  revolutionary  inventions  created  in  fhin, 
that  were  especially  significant  for  long-distance  communication,  commerce  and 

conquest:  gunpowder  and  printing.^  The  one  made  mass  warfare  possible  the  nih. 
mass  education.  ’ 

If  Europeans  had  confined  themselves  to  land  warfare  among  themselves  it 
would  have  been  one  thing,  but  the  early  modern  period  produced  technoloaica 
improvements  that  were  to  affect  the  entire  world  through  the  arts  of  navigation  The 
Italian  and  Portuguese  cities  took  the  lead  in  this  process.  The  developi^ent  of  the 
magnetic  compass,  accurate  charts,  measurement  of  latitude,  the  stern-post  rudder 
and  more  sturdy  and  responsive  sailing  ships  enabled  the  Europeans  to  sail  to  all  parts 
of  the  world,  carrying  their  guns,  their  cannons,  their  goods,  their  books,  and  Lr 
ideas  and  institutions.  Even  though  Western  technology  was  still  a  matter  for  crafts¬ 
men  rather  than  for  scientists  and  still  relied  on  small  scale  ingenuity  and  apprentice¬ 
ship  rather  than  upon  large  scale  research  and  development,  it  helped  to  start  the 
process  which  soon  fundamentally  changed  the  equilibrium  among  the  Afro-Eurasian 
civilizations  which  had  been  more  or  less  in  balance  for  some  2,000  years. 

The  Awakening  of  Europe  to  the  World  Overseas 

European  historians  speak  of  the  fifteenth  and  sixteenth  centuries  as  the  A^e  of 
Discovery  or  the  Age  of  Exploration  without  realizing  that  such  terms  revLl  a 
European  ethnocentrism.  It  may  be  true  that  Europeans  “discovered”  many  parts  of 
the  world  they  had  not  been  aware  of,  but  from  the  point  of  view  of  the  people  the 
cultures,  and  the  civilizations  “discovered”  it  was  not  a  matter  of  “discovery.”  They 
were  f/iei-p-ever  since  their  own  great  ages  of  exploration  centuries  earlier  when 
Indians  and  Chinese  “discovered”  Southeast  Asia;  when  Polynesians  “explored”  east¬ 
ward  to  the  tar  islands  of  the  Pacific  and  westward  to  Africa;  when  Middle  Eastern 
Moslems  penetrated  India,  Indonesia,  and  Africa.  In  addition  to  these  few  examples  of 
seaborne  movements,  countless  migrations  crisscrossed  the  land  masses  of  all  the  major 
continents,  including  the  treks  from  Asia  to  the  Americas. 

So  wliile  it  was  discovery  time  for  the  Europeans,  they  were  relative  latecomers 
0  the  process.  In  fact,  tor  1,000  years  the  flow  of  people  and  goods  and  possibly  ideas 
and  inventions  had  been  mainly  from  the  East  to  the  West.  Until  1500,  Europe  lagged 
belund  the  Levant  and  far  behind  China  in  technology  and  inventiveness.  It  is  possible 
lat  Europeans  learned  about  gunpowder,  cannons,  the  magnetic  compass,  printing, 
an  even  canal  lock-gates  and  the  wheelbarrow  from  the  Chinese.  It  is  clear  that  silk 
M  paper  were  carried  from  China  to  Europe.  Not  nearly  so  clear  is  whether 

L  Z  scientific  ideas  and  organized  knowledge 

were  carried  on  p nor  to  1500  in  either  direction.^  It  is  true  that  Genoese  merchant 
raversed  the  silk  road  to  Cathay  or  sailed  across  the  Indian  Ocean,  and  a  few 
ranciscan  triars  established  missions  in  China  in  the  mid-fourteenth  century.  It  is  also 

The  Technology  in  Western  Civilization,  vol.  1, 

New  Yorkt  1967,  chip  *  Society,  Earliest  Times  to  1900,  Oxford  University  Press, 

afcaglfpLtalit,  of  Discovery,  University  of 
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true  that  Marco  Polo’s  Description  of  the  World  gave  an  even  earlier  and  remarkably 
comprehensive  account  of  the  East  at  the  end  of  the  thirteenth  century.  So  Europe 
had  really  “discovered”  the  “far”  East  long  before  the  Age  of  Discovery.  Yet  the 
general  impact  of  accurate  knowledge  had  been  relatively  slight  in  comparison  with  the 
fabulous  tales  of  Cathay  or  of  India,  which  remained  for  centuries  the  generaUzed 
name  for  the  East. 

Besides,  there  came  a  serious  interruption  in  the  free  intercourse  that  had  been 
estabhshed  between  Europe  and  East  Asia  in  the  thirteenth  and  early  fourteenth 
centuries.  The  fairly  friendly  Mongol  rulers  of  China  were  replaced  by  the  somewhat 
more  hostile  Ming  dynasty,  and  the  Moslem  Turks,  after  conquering  the  whole  of  the 
Middle  East  including  Byzantium  by  the  mid-fifteenth  century,  cut  off  East-West  trade 
through  the  Mediterranean.  A  new  momentum  for  exploration  by  western  Europeans 
was  stimulated  by  their  desire  to  reestablish  contact  with  the  East.  The  search  was  on  to 
outflank  the  Moslems  and  find  a  way  around  Africa  to  the  Indies.  The  lead  was  taken 
in  this  effort  by  Portugal,  which  stood  not  only  at  the  western  gateway  to  the 
Mediterranean  but  also  the  west  coasts  of  Europe  and  Africa.  In  the  1490s  both  India 
and  the  Americas  were  thus  discovered  by  the  Europeans,  first  by  the  Portuguese  and 
the  Spaniards  (with  able  assists  from  Italian  sea  captains)  and  then  by  the  Enghsh,  the 
Dutch,  and  the  French. 

When  relations  between  Europe  and  the  East  were  renewed  around  1500,  it  was 
now  the  Europeans  rather  than  the  Asians  who  were  on  the  move.  It  was  the 
Europeans  who  took  the  initiative,  who  sent  the  explorers,  the  merchants,  the 
missionaries,  the  soldiers,  and  the  governors.  In  the  two  centuries  from  1500  to  1700 
the  Europeans  encircled  the  world  with  trading  posts,  with  mihtary  outposts,  and  with 
Christian  missions.  In  the  “East”  the  conditions  of  their  arrival  and  the  conduct  of  their 
business  were  determined  in  large  part  by  the  highly  sophisticated  Asian  nations.  As  it 
happened,  neither  China  nor  Japan  had  very  strong  central  governments  in  the 
sixteenth  century,  so  the  Europeans  initially  had  relatively  easy  access  for  trade  and 
proselytizing,  even  though  many  Chinese  and  Indians  tended  to  look  down  upon  the 
intrusive  Europeans,  tolerating  them  in  greater  or  lesser  degree,  but  seldom  sending 
return  missions  to  Europe. 

Events  of  enormous  significance  to  the  entire  future  of  the  world,  however,  took 
place  within  Japan  and  China  as  strong  rulers  came  to  power  who  decided  to  reject  the 
Europeans  and  erect  a  self-imposed  isolation.  From  the  mid-seventeenth  century  both 
Japan  and  China  deliberately  withdrew  from  contact  with  the  West  and  indeed  from 
the  rest  of  the  world  for  about  two  centuries.  As  a  result,  Europe  moved  more  rapidly 
into  a  more  modern  form  of  civilization  than  did  the  great  traditional  civiHzations  of 
East  Asia  which  not  only  removed  themselves  from  the  intermingling  of  ideas  and 
forces  that  hatched  the  modern  world,  but  left  open  the  rest  of  Asia  to  the  exploita¬ 
tion  of  the  aggressive  and  competitive  Westerners.  India  did  not  reject  the  Europeans 
so  completely  as  did  Japan  and  China;  indeed  the  Moguls  were  extending  their  rule  in 
northern  India  in  the  seventeenth  and  eighteenth  centuries  at  the  same  time  as  the 
Europeans,  especially  the  British,  were  building  up  trade  on  the  eastern  and  western 
sea  coasts  of  India.  Not  until  the  nineteenth  century  were  the  Westerners  able  to  open 
up  the  civilizations  of  East  Asia  to  their  penetration.  By  that  time  the  scramble  for 
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Asian  and  African  colonies  that  marked  the  later  imperial  age  of  the  West  was  reaching 
its  crest. 

The  influence  of  Western  Europe  upon  Russia  came  sooner  than  that.  Indeed 
there  was  considerable  traffic  between  Western  European  merchants  and  Muscovite 
Russia  in  the  sixteenth  century,  Italian  architects  and  English,  German,  and  Dutch 
traders  were  active,  wliile  Boris  Godunov  even  contemplated  establishing  a  university 
on  European  lines.  But  during  the  reign  of  the  first  Romanov,  Michael  I,  in  the  early 
seventeenth  century  (following  Jesuit  successes  in  the  Ukraine  and  the  Polish  invasion 
of  Moscow,  a  reaction  against  the  intrusion  of  the  West  set  in.  The  tendency  to 
withdraw,  to  hold  off  Western  and  Latin  influence  in  education  and  religion,  and  to 
reassert  the  distinctive  values  of  Russian  Orthodoxy  kept  the  West  at  bay  for  a 
century.  By  1 700,  however,  Peter  the  Great  was  ready  to  launch  major  efforts  to  come 
to  terms  with  the  education  and  culture  of  modernizing  Europe. 

Meanwlrile,  to  the  west  of  Europe  the  story  was  quite  different.  The  funda¬ 
mental  transformation  of  the  New  World  began  almost  immediately  upon  the  arrival  of 
the  Europeans.  In  North  and  South  America  the  Europeans  established  themselves 
rather  quickly  upon  their  own  terms.  Not  only  explorers,  traders,  missionaries,  and 
armies  arrived,  but,  even  more  important,  European  colonists  transplanted  themselves 
across  the  seas.  The  great  civilizations  of  the  Aztecs  and  Incas  fell  with  amazing 
suddenness  to  the  conquests  of  a  few  Spaniards,  and  the  Amerindian  folk  societies 
elsewhere  were  pushed  back  before  the  advances  of  European  colonists  who  brought 
their  institutions,  their  cultures,  and  their  whole  ways  of  life  with  them. 

The  New  World  rapidly  became  an  outpost  of  Western  civilization  which  was 
either  imposed  as  a  cultural  layer  on  top  of  the  settled  civilizations  already  there,  or 
was  established  alongside  the  hunting  or  farming  folk  societies  that  had  preceded  the 
Westerners  to  America  by  many  centuries  but  still  maintained  their  paleolithic  or 
neolithic  characteristics.  Whereas  the  Europeans  could  only  make  slight  footholds  on 
the  edges  of  traditional  Asian  civilizations,  they  brought  the  full  panoply  of  Western 
civilization  as  they  knew  it  to  the  New  World.  They  brought  their  own  differing 
varieties  of  Western  civilization  with  them:  the  semi-feudalism  of  Spain  and  Portugal 
to  Central  and  South  America,  the  liberal  constitutionalism  of  the  English  and  Dutch 
revolutions  to  the  Atlantic  seaboard,  and  the  conservative,  royal  absolutism  of  the 
Bourbons  to  French  Canada.  These  varieties  or  fragments  of  Western  civilization 
transplanted  to  different  grounds  of  the  New  World  eventually  brought  forth  new 
growths  that  differed  substantially  among  themselves  as  well  as  from  the  original 
cultures  and  societies  that  sent  them  out."^ 

The  purpose  at  this  point  is  not  to  try  to  detail  the  transfer  of  Western 
institutions  from  Europe  to  the  other  parts  of  the  world.  That  will  be  done  in  later 
chapters  of  this  book.  Our  concern  here  is  to  remind  that  Europe’s  passage  from 
traditional  forms  of  civilization  to  modernity  was  deeply  affected  by  its  awareness  of 
the  overseas  world,  an  awareness  that  developed  in  a  significant  way  in  the  period  from 

^See,  for  example,  Louis  Hartz,  The  Founding  of  New  Societies,  Harcourt,  Brace  &  World,  New 
York,  1964. 
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1400-1700  and  was  deeply  affected  by  the  first  large-scale  dispersion  of  European 
peoples  and  institutions  to  other  parts  of  the  world.  This  dispersion  resulted  from  a 
mixture  of  political,  religious,  and  commercial  motivations  that  reflected  the  condi¬ 
tions  and  the  development  of  Western  civilization  between  the  fifteenth  and  the 
seventeenth  centuries. 

Western  Europe  in  this  period  literally  came  to  be  the  meeting  and  market  place 
ot  the  world,  its  cities  the  centers  to  which  and  from  which  flowed  people,  goods,  and 
ideas  in  intoxicating  profusion.  The  crossroads  of  world  movement  were  no  longer 
located  in  the  cities  of  the  Middle  East,  but  rather  on  the  edges  of  the  vast  Afro-Eur- 
asian  land  ecumene  in  the  Atlantic  coast  cities  of  Western  Europe,  which  became  the 
centers  of  a  still  vaster,  ocean-based  ecumene  that  circled  the  entire  globe  from  1500 
onwards.  Change,  invention,  novelty,  activity  became  the  everyday  characteristics  of 
the  bustling  cities  and  the  ambitious  courts.  The  overseas  colonies  were  in  effect 
offshoots  of  the  metropoles  of  Europe;  no  matter  how  remote  from  the  cities  they 
might  be,  the  colonies  carried  the  European  urban  civilization  halfway  around  the 
world  in  each  direction. 

Stimulated  by  the  desire  for  economic  gain  among  the  merchant  classes  and 
among  the  national  rulers,  the  initial  period  of  Western  exploration  and  dispersion 
beginning  in  the  late  fifteenth  century  continued  into  the  sixteenth  and  seventeenth 
centuries.  Because  they  first  had  emerged  as  strong  consolidated  national  states,  Spain, 
Portugal,  France,  and  England  were  the  first  to  establish  supremacy  over  the  trade 
routes  of  the  world  and  thus  to  launch  the  age  of  early  modern  imperialism.  As  the 
Netherlands  became  a  powerful  and  effective  merchant  state,  it  not  only  competed 
with  England  and  France  for  commercial  supremacy  but  joined  them  in  replacing 
Portugal  and  Spain  in  the  seventeenth  century.  Men’s  imaginations  and  economic 
desires  were  stimulated  by  the  visions  of  conquest  and  wealth  thus  opened  up  by  the 
New  World  to  the  west  and  the  ancient  world  to  the  east.  Religious,  nationalistic,  and 
commercial  motives  were  closely  interlocked  with  the  scientific  and  technological 
advances  in  navigation,  shipbuilding,  and  warfare  which  made  the  explorations  and 
conquests  possible  and  effective. 

As  the  European  nations  began  to  reach  out  to  the  rest  of  the  world  from  the 
fifteenth  and  sixteenth  centuries  onward,  they  began  one  of  the  most  momentous 
movements  in  all  human  history.  They  began  to  lay  the  groundwork  for  the  increasing 
political  domination  of  the  West  over  much  of  the  rest  of  the  world,  a  movement  that 
reached  a  crescendo  in  the  nineteenth  and  early  twentieth  centuries.  From  the  mid¬ 
fifteenth  century  onwards  the  modern  age  has  been  marked  by  a  shift  in  the  balance  of 
power  from  the  traditional  civilizations  cradled  in  the  land  masses  of  the 
Afro-Eurasian  continents  to  the  newer  ocean-centered  civilization  that  grew  up  in 
Western  Europe  and  America. 

The  expansion  of  man’s  horizons  made  possible  by  the  exploration  of  the  ocean 
seas  laid  the  geographical  groundwork  for  the  appearance  of  a  modern  type  of  society 
much  as  the  new  scientific  view  of  the  universe  formed  the  intellectual  framework  of 
modernity.  The  results  of  the  accelerating  flow  of  ideas  into  and  out  from  Western 
Europe,  the  increasing  movements  of  peoples  from  one  place  to  another,  the  confron- 
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tation  of  conflicting  customs,  institutions,  and  values  all  led  to  a  quickening  of  social 
change  and  a  hospitality  to  innovation  that  helped  to  transform  the  traditional 
societies  of  Western  Europe  into  modem  societies  earlier  than  similar  changes  took 
place  elsewhere.  But  that  was  not  all. 

Not  content  to  stay  at  home,  the  ever-restless  bearers  of  Western  civilization 
transferred  their  institutions  and  their  culture  to  nearly  every  other  part  of  the  world. 
Sometimes  westernization  was  rejected,  sometimes  accepted  more  or  less  wilUngly  by 
the  peoples  to  whom  it  was  introduced  or  upon  whom  it  was  imposed.  But,  willing  or 
not,  for  good  or  ill,  sooner  or  later,  the  diffusion  of  the  civilization  of  the  West  during 
the  past  500  years  has  irrevocably  stimulated  the  process  of  modernization  in  much  of 
the  world.  It  was  not  merely  an  accident  of  history  nor  was  it  by  fiat  of  some  overaU 
cosmic  design  that  Western  Europe  should  initiate  the  modernization  process.  To  be 
sure,  many  Westerners  have  spoken  of  their  “civilizing  mission”  as  though  they  were 
anointed  to  rule  the  world,  but  the  manifest  destiny,  or  superiority  of  peoples  in  their 
own  minds,  had  been  expressed  by  Sumerians,  Egyptians,  Greeks,  Romans,  Chinese, 
and  Russians  as  well  as  by  Westerners;  by  Jews,  Moslems,  Hindus,  Buddhists,  and 
Confucianists  as  well  as  by  Christians.  Indeed,  in  1500  one  might  have  expected  the 
“asianization”  of  Europe  to  have  taken  place  rather  than  the  westernization  of  Asia.^ 
In  fact  both  tendencies  were  at  work,  but  the  weight  of  influence  was  increasingly 
with  the  West,  and  one  of  the  important  factors  in  the  process  was  the  kind  of 
education  that  the  Europeans  were  developing  in  the  early  modern  period.  For  when 
they  carried  their  education  to  North  and  South  America,  it  became  a  potent  builder 
of  Western  civihzation,  and  when  they  carried  it  to  the  East,  it  acted  as  a  westernizing 
and  eventually  as  a  modernizing  influence.  The  education  they  carried  in  both 
directions  before  1700  was  an  amalgam  of  humanistic,  Christian,  and  to  a  much  lesser 
degree  scientific  knowledge.  By  and  large.  Western  education  in  its  organized  forms  up 
to  1700  responded  more  quickly  to  the  political,  social,  and  cultural  developments  of 
the  Mediterranean  and  European  world  than  it  did  to  the  world  overseas.  Perhaps, 
however,  the  influence  from  the  Old  World  was  not  as  long  delayed  as  hitherto 

supposed.^  -  f-  j  u 

In  any  case  European  education  was  enormously  and  directly  affected  by 

international  movements  of  men  and  ideas  within  Europe,  it  not  by  intercontinental 
movements.  The  East  in  the  form  of  Byzantine  civilization  played  a  significant  role  in 
the  educational  wakening  of  Europe  until  the  Turks  shut  down  cultural  contacts  with 
Western  Europe  after  1453.  From  then  on,  the  impact  of  literary  knowledge  about  the 
nearby  “East”  as  derived  from  the  ancient  classics  of  Greece  and  Rome  played  a  far 
larger  part  in  the  forming  of  the  Western  educational  tradition  than  did  the  firsthand 
knowledge  of  a  still  more  ancient  and  more  remote  “East”  as  told  by  contemporary 
merchants  and  missionaries.  Current  events  have  had  a  way  of  receiving  less  attention 
in  educational  curricula  than  have  the  traditional  disciplines  of  knowledge. 

^See  John  K.  Fairbank,  Edwin  O.  Reischauer,  and  Albert  M.  Craig,  East  Asia:  The  Modem 
Transformation,  Houghton  Mifflin,  Boston,  1965,  p.  10. 

^Donald  F.  Lach’s  projected  six  volumes,  Asia  in  the  Making  of  Europe,  now  being  published  by 
the  University  of  Chicago  Press,  throw  considerable  light  on  this  question. 
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The  Scientific  Revolution 

The  schools  are  also  sometimes  slow  to  adopt  the  ideas  being  created  by  new  fields  of 
knowledge  that  have  not  yet  attained  the  authority  or  status  of  disciplines.  Often,  this 
is  not  because  the  schools  are  indifferent  or  complacent,  but  rather  because  competing 
authorities  actively  prevent  the  schools  from  adapting  themselves  to  the  new  knowl¬ 
edge.  This  was  largely  the  case  with  the  scientific  revolution.  It  had  its  advocates,  but 
during  the  period  from  1400  to  1700  the  more  voluble  and  persuasive  advocates  for 
educational  reform  came  from  the  humanist  reformers  and  the  religious  reformers.  The 
schools  were  not  quiescent;  they  were  often  the  battleground  for  competing  ide¬ 
ologies.  The  realist  reformers,  despite  their  looking  to  the  modern  future,  were  bested 
by  the  humanists  and  religionists  who  were  basically  looking  to  the  traditional  past. 
Nevertheless,  the  realistic  spokesmen’s  words  were  taken  ever  more  seriously  from 
1700  on.  During  the  period  we  are  considering,  educational  realism  was  a  small  current 
of  modernity  in  an  ocean  of  tradition,  but  it  began  to  run  stronger  and  stronger  as  one 
of  the  major  forces  leading  to  the  modernization  of  the  West  and  eventually  of  the 
world. 

Although  victory  was  not  in  sight,  the  skeptic,  the  scientist,  the  rationalist,  and 
the  heretic  were  freer  and  safer  in  1700  than  they  had  been  a  hundred  years  earlier  in 
spite  of  continuing  intolerance,  antagonism,  and  persecution.  Agrowing  reliance  upon 
human  reason  as  defined  by  science  eventually  had  tremendous  implications  for 
education  from  the  lowest  to  the  highest  levels.  The  main  momentum  for  organized 
attention  to  scientific  knowledge  came  in  the  seventeenth  century  principally  from 
scientific  societies.  The  Academy  of  Florence  (1661),  the  Royal  Society  of  London 
(1662),  and  the  Academy  of  Sciences  in  Paris  (1666)  enabled  men  from  many  walks  of 
life  to  associate  themselves  in  the  effort  to  apply  scientific  knowledge  to  social  affairs, 
until  the  universities  began  to  dominate  the  field  in  the  nineteenth  century. 

The  outstanding  propagandist  for  science  in  the  seventeenth  century  was,  of 
course,  Francis  Bacon,  not  a  scientist  himself  but  a  master  of  popularizing  the  value  of 
science  through  his  writings  and  his  influential  political  position  as  lord  chancellor  in 
England.  Bacon’s  real  influence  lay  largely  in  his  ability  to  set  forth  the  claims  of  the 
scientific  method  in  an  eloquent,  persuasive,  and  effective  style.  Bacon  felt  that  men 
were  too  enslaved  by  superstition  and  tradition,  devoted  too  exclusively  to  Aristotle 
and  scholastic  philosophy,  and  engrossed  too  much  in  the  niceties  of  words  and 
language.  His  remedy  for  these  defects  of  thought  and  education  was  a  thoroughgoing 
attention  to  the  study  of  nature  by  the  scientific  method.  In  his  Dignity  and 
Advancement  of  Learning  Bacon  surveyed  and  defended  science  as  a  new  method  of 
inquiry  and  the  experimental  method  as  the  chief  basis  for  acquiring  knowledge  that 
would  be  exact,  reliable,  and  useful.  In  his  New  Atlantis  he  let  his  imagination  revel  in 
describing  a  Utopia  on  an  imaginary  South  Sea  island  where  scientific  research  had 
developed  unbelievable  machines  that  flew  in  the  sky,  skimmed  under  the  water,  kept 
perpetual  time,  and  conveyed  music  afar. 

in  his  Novum  Organum  (New  Method)  Bacon  described  in  detail  the  inductive 
method  whereby  authentic  knowledge  could  be  obtained.  The  scientist  should  observe 
nature,  collect  a  wide  range  of  facts,  generalize  from  these  individual  facts  to  their 
common  qualities,  and  express  these  likenesses  in  general  formulas.  Today  Bacon 
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would  be  criticized  for  merely  recording  masses  of  empirical  data  just  because  he 
observed  them  and  for  neglecting  the  strategic  role  of  mathematics  in  science.  Never¬ 
theless,  his  insistence  that  knowledge  arises  out  of  experience  rather  than  through 
traditional  authority,  and  his  perception  of  the  use  of  a  controlled  method  of 
investigation  were  of  supreme  importance.  He  was  not  the  first  to  urge  these  pro¬ 
cedures  but  he  helped  enormously  to  make  them  respectable,  despite  jibes  and  sneers 
for  trying  to  extract  sunshine  from  cucumbers  and  build  houses  from  the  roof  down 
when  any  sensible  person  knew  these  were  impossible. 

The  scientific  revolution  included  not  only  a  new  method  of  inquiry  and  anew 
role  of  knowledge  in  human  affairs  but  also  a  fundamental  change  in  the  cosmic  view 
that  gradually  emerged  from  the  scientific  investigations.  It  took  a  long  time  for  the 
implications  to  be  felt;  but  when  they  were,  the  whole  fabric  of  human  thouglit  was 
altered  by  the  heliocentric  theory  of  the  universe.  The  Christian  tradition  had  con¬ 
ceived  of  the  universe  as  centering  in  the  earth,  with  the  stars  and  sun  surrounding  it, 
all  originally  created  by  God  for  His  own  purposes.  However,  when  Copernicus, 
Kepler,  Galileo,  Bruno,  and  others  had  completed  their  scientific  investigations,  the 
outlines  of  a  limitless  universe  with  the  sun  at  the  center  and  with  the  earth  as  merely 
one  of  many  satellites  burst  upon  the  consciousness  of  men  with  terrific  force. 

Catholic  and  Protestant  churches  alike  viewed  such  a  conception  with  alarm  and 
took  active  steps  to  combat  it,  for  they  saw  the  world  made  especially  for  man  paling 
into  insignificance  before  the  immensity  of  the  universe.  Copernicus  died  before  his 
views  were  published;  Kepler  was  denied  hospitality  by  Lutheran  theologians;  Galileo 
was  forced  by  the  Catholic  church  to  abjure  his  writings;  and  Bruno  was  burned  at  the 
stake  for  his. 

Nevertheless,  the  scientific  revolution  proceeded  against  all  odds,  aided  by  the 
tremendous  advances  in  mathematics,  so  essential  for  scientific  measurement  and 
computation:  decimals  and  logarithms,  the  calculus,  the  theory  of  probabilities, 
trigonometry,  and  analytical  geometry.  The  epitome  of  the  seventeenth  century 
scientific  achievement  came  with  the  scientific  world  view  of  Sir  Isaac  Newton,  whose 
epoch-making  Mathematical  Principles  of  Natural  Philosophy  was  published  in  1687. 
Building  upon  the  prior  century  and  a  half,  Newton’s  laws  of  nature  remained 
scientific  gospel  until  the  late  nineteenth  century.  As  a  result  of  the  elaboration  of  the 
law  of  gravitation  and  the  law  of  cause  and  effect,  the  universe  came  to  be  viewed  as 
an  orderly  system  of  atoms  moving  in  absolute  space  and  time,  essentially  simple  in 
structure,  obeying  fixed  laws,  and  operating  in  a  causal  and  uniform  way.  The  universe 
was  a  great  machine,  not  subject  to  caprice,  novelty,  or  divine  intervention,  but 
operating  according  to  mathematical  laws. 

Theories  of  human  nature  also  underwent  a  profound  change  under  the  in¬ 
fluence  of  scientific  investigation.  In  anatomy  and  medicine,  William  Harvey  was 
making  enormous  strides  in  discovering  what  the  structure  of  the  human  body  was  like 
and  how  it  functioned.  Others  like  Hobbes  and  Gassendi  were  applying  their  doctrines 
of  materialism  to  human  nature,  saying  that  the  body,  being  matter,  worked  exactly 
like  a  machine  according  to  mechanical  laws  and  that  mind  or  consciousness  was  not  a 
different  sort  of  element  but  merely  another,  more  refined  case  of  matter  in  motion. 
Such  materialists  were  attacked  as  being  atheists  in  league  with  the  devil,  for  they 
denied  the  existence  of  an  immortal  soul. 
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In  this  dispute,  Descartes  came  to  the  rescue  with  the  doctrine  of  dualism.  He 
asserted  that,  like  the  universe,  human  nature  is  made  up  of  both  mind  (or  soul)  and 
matter  (or  body).  Man’s  mind  partakes  of  the  mental  substance  and  thus  can  think  and 
exert  free  will  whereas  the  body  partakes  of  the  material  substance  and  thus  is  a 
machine  obeying  scientific  and  mechanical  laws.  The  dualistlc  conception  of  human 
nature  conceded  that  the  human  body  is  a  proper  object  of  scientific  study  but 
reserved  the  human  mind  or  soul  for  spiritual  and  intellectual  scrutiny  alone. 

With  regard  to  the  learning  process  a  similar  development  took  place.  Empiricists 
were  inclined  to  say  that  man  learns  about  the  external  world  primarily  through  his 
senses  of  seeing,  tasting,  touching,  hearing,  and  smelling.  Knowledge  is  built  up 
through  experience  coming  to  the  body  through  the  senses.  In  contrast,  rationalists 
were  inclined  to  say  that  man  learns  best  through  his  mind  because  sense  experience  is 
limited  to  the  world  of  physical  objects  whereas  reason  can  achieve  permanent  and 
absolute  truth  in  the  realm  of  intellect  and  values.  This  conception  assigned  to  human 
reason  a  more  important  place  than  that  of  the  senses  in  getting  at  the  knowledge  that 
lies  behind  everyday  experience.  Because  of  his  great  reliance  upon  mathematics  as  one 
of  the  best  examples  of  achieving  universal  and  certain  knowledge,  Descartes  tended  to 
support  rationalism,  but  the  weight  of  his  influence  fell  on  the  side  of  realistic  studies 
because  of  his  attacks  upon  rhetoric  and  his  advocacy  of  the  study  of  science  in  the 
schools. 

Rationalists  in  education  tend  to  stress  the  importance  of  mathematics,  lan¬ 
guage,  and  literature  because  these  studies,  they  said,  develop  the  reason  more 
effectively  than  does  empirical  science,  which,  after  all,  depends  upon  the  vagaries  of 
sense  experience.  Until  the  latter  part  of  the  seventeenth  century,  rationalism  was 
often  closely  allied  with  religion,  but  Hobbes  and  Bacon  had  fired  the  opening  guns  for 
empiricism,  soon  to  be  supported  by  Locke  and  by  Hume  and  by  the  eighteenth- 
century  philosophes.  In  any  case,  the  claim  of  experimental  science  to  be  the  chief 
e.xponent  of  human  reason  was  being  staked  out  in  the  early  modern  period;  it  was  to 
be  developed  with  great  enthusiasm  during  the  eighteenth-century  Enlightenment. 
Meanwhile,  the  main  line  of  educational  development  in  the  West  was  to  be  shaped  by 
other,  more  powerful  forces. 

B.  THE  THREE  R’s  OF  WESTERN  EDUCATION 

The  three  major  movements  of  thought  that  enlisted  the  intellectual  energies  and 
loyalties  of  Western  educators  are  well-known  to  the  readers  of  European  history 
under  the  familiar  headings  of  the  Renaissance,  the  Reformation,  and  Realism  (the 
scientific  revolution).  In  the  schools  of  the  West  these  three  R’s  took  the  form  of 
Renaissance  studies  of  classical  humanism,  religious  studies  appropriate  to  the  Protes¬ 
tant  or  Catholic  creeds,  and  realistic  studies  based  upon  the  method  of  science  and  its 
application  to  human  welfare. 

In  the  period  from  1400  to  1700  all  three  R’s  took  the  mantle  of  educational 
reform  movements.  Humanists  set  out  to  reform  the  medieval  curriculum  by  ousting 
the  “blotterature”  of  scholastic  and  Aristotelian  studies  in  favor  of  genuine  classical 
literature.  Protestants  set  out  to  reform  the  medieval  Catholic  curriculum  in  favor  of 
the  original  Christine  doctrines  as  they  viewed  them.  Realists  set  out  to  reform  the 
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predominantly  ‘‘talkative  arts”  of  humanists  and  credal  religionists  by  substituting 
studies  attuned  to  the  realities  of  nature  as  the  surest  road  to  the  betterment  of  man 
and  society. 

By  and  large,  the  three  reform  movements  affected  education  in  the  chronolog¬ 
ical  order  in  which  they  have  been  listed  here,  but  with  considerable  intermingling  and 
overlapping.  The  Renaissance  humanists  got  a  jump  on  the  others  by  virtue  of  the 
fourteenth-century  revivals  of  classical  learning  in  the  Italian  cities,  but  humanism  did 
not  begin  to  affect  education  in  trans- Alpine  Europe  until  well  along  in  the  fifteenth 
and  early  sixteenth  centures.  By  that  time  the  Protestant  Reformation  was  beginning 
to  bubble  up  and  boil  over  into  the  schools.  In  the  works  of  key  humanists  and  key 
religious  reformers  the  classical  studies  did  double  education  duty:  they  were  expected 
to  civilize  students  as  well  as  to  Christianize  them.  This  double-teaming  did  not  always 
work  out  so  well,  for,  as  McNeill  so  neatly  puts  it,  the  Renaissance  and  the  Reforma¬ 
tion  were  ‘Incompatible  inseparables.”  Nevertheless,  they  came  to  constitute  the  two 
most  pervasive  R’s  in  Western  education  during  the  three  centuries  under  considera¬ 
tion.  Realism  was  a  poor  third  throughout  this  period,  although  it  began  to  attract 
some  educational  attention  in  the  late  sixteenth  century  and  increasingly  so  in  the 
seventeenth. 

Renaissance:  From  Scholasticus  to  Humanista 

In  European  history,  the  Renaissance  was  long  looked  upon  as  a  time  of  sudden  and 
spectacular  cultural  flowering  whose  prime  mover  was  a  revival  of  interest  in  classical 
Greek  and  Latin  learning.  More  recently,  it  is  generally  agreed  that  there  was  much 
more  to  the  Renaissance  than  a  sudden  rebirth  of  classical  literature  and  that  many  of 
its  institutional  and  intellectual  trends  had  their  origins  deep  in  the  Middle  Ages.  The 
Renaissance,  however,  did  reveal  a  general  efflorescence  of  life  and  a  speeding  up  of 
social  as  weU  as  intellectual  and  artistic  change  which  may  be  epitomized  in  the 
growing  secularism  of  the  times.  Secular  trends  had  already  become  strong  in  the 
Middle  Ages,  but  during  the  Renaissance  secularism  began  to  permeate  Western  culture 
to  an  ever  greater  degree,  until  the  religious  struggles  of  the  sixteenth  and  seventeenth 
centuries  slowed  down  the  secular  tide  temporarily.  Thereafter,  the  secularization  of 
life  eventually  became  one  of  the  distinctive  ingredients  of  modern  in  contrast  to 
traditional  civilization. 

The  Renaissance  has  the  same  kind  of  peculiar  fascination  for  Westerners  that 
the  classical  age  of  Greece  has  had— a  special  burst  of  vitality  and  elan  that  ripped  the 
seams  of  the  medieval  tradition  with  an  extraordinary  outpouring  of  cultural  energy.  It 
stands  along  with  the  florescent  ages  of  Greece  and  Rome  as  one  of  the  high  spots  of 
creativity  in  Western  history.  Having  said  this,  most  historians  of  education  have 
proceeded  to  argue  or  to  imply  that  education  was  an  integral  part  of  the  revitalizing 
social  and  cultural  trends  of  the  Renaissance.  Most  would  agree  that  the  movement 
known  as  humanism  was  that  part  of  the  Renaissance  which  most  directly  affected  the 
spirit  and  content  of  organized  education.  Many  assume  with  the  humanists  themselves 
that  such  reform  was  wholly  desirable  in  sweeping  the  musty  cobwebs  of  medievalism 
out  of  the  classrooms  and  flooding  the  schools  and  universities  with  the  bright  light  of 
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classical  learning.^  There  is  undoubtedly  a  good  deal  of  truth  in  this  picture,  but  it 
should  not  be  accepted  uncritically. 

Our  first  task  is  to  clarify  the  meaning  of  ^‘humanism.’  In  this  respect  I  believe 
that  Paul  Oskar  Kristeller.  professor  of  philosophy  at  Columbia  University,  has 
injected  a  note  of  clarity  in  a  field  that  has  become  cluttered  with  a  conglomeration  of 
philosophical,  intellectual,  and  educational  preconceptions.  In  the  first  place,  Kristeller 
defines  humanism  primarily  as  a  cultural  and  educational  movement  devoted  to 
promoting  the  study  of  Latin  and  Greek  classics,  fwt  as  a  philosophical  system  or 
distinctive  school  of  thought.  He  states  that  ‘‘by  humanism  we  mean  merely  the 
general  tendency  of  the  age  to  attach  the  greatest  importance  to  classical  studies,  and 
to  consider  classical  antiquity  as  the  common  standard  and  model  by  which  to  guide 
all  cultural  activities.”^  The  name  itself  was  not  coined  until  the  nineteenth  century 
when  Humanismus  was  used  by  a  German  educator,  F.  J.  Niethammer,  to  refer  to  the 
educational  point  of  view  that  favored  the  study  of  Greek  and  Latin  classics  in 
opposition  to  the  demands  for  more  practical  and  scientific  studies  in  the  secondary 
school  curriculum  of  his  day.^  This  coinage  is  a  direct  descendant  from  the  term 
humanist  which  had  its  origin  in  the  Renaissance  itself.  Kristeller’s  analysis  is  lucid  and 
persuasive: 

Humanista  in  Latin,  and  its  vernacular  equivalents  in  Italian,  French, 
English,  and  other  languages,  were  terms  commonly  used  in  the  sixteenth 
century  for  the  professor  or  teacher  or  student  of  the  humanities,  and  this  usage 
remained  alive  and  was  well  understood  until  the  eighteenth  century.  The  word, 
to  judge  from  its  earliest  appearance  known  so  far,  seems  to  have  originated  in 
the  student  slang  of  the  Itahan  universities,  where  the  professor  of  the  humani¬ 
ties  came  to  be  called  umanista,  after  the  analogy  of  his  colleagues  in  the  older 
disciplines,  to  whom  the  terms  legista,  juris ta,  canonista,  and  artista  had  been 
applied  for  several  centuries.  The  term  humanista,  coined  at  the  height  of  the 
Renaissance  period,  was  in  turn  derived  from  an  older  term;  that  is,  from  the 
“humanities”  or  studia  humanitatis.  This  term  was  apparently  used  in  the 
general  sense  of  a  liberal  or  literary  education  by  such  ancient  Roman  authors  as 
Cicero  and  Gellius,  and  this  use  was  resumed  by  the  Italian  scholars  of  the  late 
fourteenth  century.  By  the  first  half  of  the  fifteenth  century,  the  studia 
humanitatis  came  to  stand  for  a  clearly  defined  cycle  of  scholarly  disciplines, 
namely  grammar,  rhetoric,  history,  poetry,  and  moral  philosophy,  and  the  study 
of  each  of  these  subjects  was  understood  to  include  the  reading  and  interpreta¬ 
tion  of  its  standard  ancient  writers  in  Latin  and,  to  a  lesser  extent,  in  Greek.  This 
meaning  of  the  studia  humanitatis  remained  in  general  use  through  the  sixteenth 


See,  for  example,  the  classic  studies  made  by  William  Harrison  Woodward  in  the  early  nineteenth 
century,  Vittorino  da  Feltre  and  Other  Humanist  Educators,  Teachers  College  Press,  New  York, 
1963;  Studies  in  Education  during  the  Age  of  the  Renaissance  1400-1600,  Teachers  College  Press' 
New  York,  1967;  Desiderius  Erasmus  Concerning  the  Aim  and  Method  of  Education,  Teachers 
College  Press,  New  York,  1964. 

Paul  Oskar  Kristeller,  Thought,  The  Classic,  Scholastic,  and  Humanist  Strains,  Harper 

Torchbooks,  New  York,  1961,  p.  95. 

^Ibid.,  pp.  9,  111. 
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century  and  later,  and  we  may  still  find  an  echo  of  it  in  our  use  of  the  term 
“humanities.”^^ 

There  are  several  points  worth  underlining  here.  From  its  beginning  in  the 
fourteenth  century  humanism  was  closely  identified  with  professional  educators  and 
did  not  originate  outside  organized  education  as  is  so  often  asserted  by  European 
historians. Its  prime  purpose  was  to  promote  the  study  of  the  ancient  classics  in 
schools  and  universities,  not  to  formulate  a  whole  new  Renaissance  philosophy  based 
on  man  and  human  nature  in  order  to  replace  the  medieval  philosophy  based  on  God 
and  the  spiritual  world.  It  stood  in  a  direct  Mne  from  Cicero  and  his  conception  of 
humanitas  and  the  studies  proper  to  humanity.  What  the  Renaissance  humanists  did 
however,  was  to  narrow  Cicero’s  rather  broad  panorama  of  studia  humanitatis  and 
limit  them  virtually  to  the  literary  subjects  of  the  classical  tradition. 

Humanism  did  not  embrace  the  whole  range  of  Renaissance  learning  by  any 
means.  Note  the  emphasis  upon  grammar,  rhetoric,  poetry,  and  history.  Note  the 
exclusion  of  or  deemphasis  upon  logic,  arithmetic,  geometry,  astronomy,  music, 
natural  philosophy  (science),  metaphysics,  medicine,  law,  and  theology.  The  humani¬ 
ties  did  include  that  part  of  moral  philosophy  which  was  largely  contained  in  literary 
rather  than  strictly  philosophical  writings,  e.g.,  Plutarch  rather  than  Plato,  and  Cicero 
rather  than  Aristotle.  The  humanista  thus  reemphasized  the  long  rhetorical  and  literary 
tradition  that  stemmed  from  the  Greek  sophists  and  Isocrates  through  Cicero  and 
Quintilian  to  the  ars  dictamen  of  the  Middle  Ages  as  over  against  the  philosphical  and 
scientific  tradition  that  flowed  from  Plato  and  Aristotle  to  Abelard,  Aquinas,  and  the 
scholastics  of  the  Middle  Ages. 

In  sum,  the  humanists  were  professionals,  devoted  to  promoting  classical  learn¬ 
ing  in  schools,  universities,  and  the  public  service: 

The  vast  majority  of  humanists  exercised  either  of  two  professions,  and 
sometimes  both  of  them.  They  were  either  secretaries  of  princes  or  cities,  or 
they  were  teachers  of  grammar  and  rhetoric  at  universities  or  at  secondary 
schools.  The  opinion  so  often  repeated  by  historians  that  the  humanistic  move¬ 
ment  originated  outside  the  schools  and  universities  is  a  myth  which  cannot  be 
supported  by  factual  evidence.  Moreover,  as  chancellors  and  as  teachers,  the 
humanists,  far  from  representing  a  new  class,  were  the  professional  heirs  and 
successors  of  the  medieval  rhetoricians,  the  so-called  dictatores,  who  also  made 
their  career  exactly  in  these  same  two  professions.^^ 

The  humanist  movement  within  the  universities  was  thus  basically  an  effort  of 
educational  reformers  to  inject  classical  models  into  the  several  academic  departments 
of  study.  The  humanists  were  most  successful  in  capturing  the  chairs  of  grammar, 

^^Ibid.,  pp.  9-10. 

See,  for  example,  Lawrence  Stone  in  his  Foreword  to  Woodward,  Studies  in  Education  during 
the  Age  of  the  Renaissance,  p.  ix. 

Kristeller,  op.  cit.,  pp.  1 02-103, 
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rhetoric,  poetry,  history,  and  moral  philosophy.  They  were  much  less  successful  in  the 
professional  disciplines  or  specialties  of  philosophy,  medicine,  and  law.  And  they  were 
not  much  interested  in  the  mathematical  or  scientific  fields.  This  meant  that  the 
humanists  came  to  dominate  most  of  the  nonspecialized  departments  of  knowledge 
which  have  since  come  largely  to  be  the  provinces  of  the  liberal  arts  or  general 
education. 

Bolgar  points  to  the  fact  that  because  of  the  undifferentiated  character  of 
literary  studies,  they  encompassed  not  only  what  we  would  call  the  humanities  but 
also  the  social  sciences: 

This  lack  of  differentiation  must  be  kept  in  mind  if  we  are  to  understand 
how  Humanism  came  to  exercise  such  a  profound  influence.  For  it  explains  why 
the  specific  Humanist  techniques  of  analysis  and  synthesis  for  the  purposes  of 
imitation  were  applied  to  so  vast  a  sector  of  human  knowledge,  and  why  within 
that  sector  their  supremacy  as  instruments  of  intellectual  organisation  was 
virtually  unchallenged.  If  such  subjects  as  history  and  political  thought  had 
possessed  their  own  methods  of  study,  the  impact  of  the  Humanist  techniques 
would  have  been  notably  less  since  they  would  have  been  counterbalanced  by 
alternative  forms  of  interpretation.  But  as  things  were,  they  had  a  clear  field.  In 
the  absence  of  other  disciplines,  their  power  to  mould  and  fashion  was  for  all 
intents  and  purposes  absolute.*^ 


The  humanists  were  the  aggressive  reformers  in  the  universities  of  the  day, 
criticizing  their  colleagues  in  the  other  departments  as  irrelevant  old  fogies  bound  to 
the  medieval  past  but  blind  to  the  glories  of  the  ancient  past.  Humanists  were  the 
academic  gadflies  and  progressives,  as  the  physical  scientists  were  to  become  in  the 
nineteenth  century.  They  criticized  the  scholastics,  to  be  sure,  but  not  primarily 
because  of  the  religious  or  philosophical  topics  they  dealt  with  but  because  the 
scholastics  used  medieval  texts  and  glosses  rather  than  the  original  classical  and 
patristic  authors  who  had  written  in  a  fine  Greek  and  Latin  style.  Kristeller  reminds  us 
that  humanism  was  not  a  rival  philosophy  to  scholasticism  but  that  it  was  a  parallel 
department  of  knowledge. 

Scholastics  held  the  chairs  of  logic,  natural  philosophy,  and  metaphysics,  while 
humanists  held  the  chairs  of  grammar,  rhetoric,  and  moral  philosophy.  Their  rivalry 
was  that  of  rival  departments,  not  rival  points  of  view  within  the  same  discipline.  As 
academic  rivals,  the  humanists  criticized  the  scholastics  for  not  imitating  the  classical 
authors  in  their  writing,  but  the  humanists  did  ml  drive  the  scholastics  or  Aristotle 
out  of  philosophy  or  theology.  These  latter  subjects  continued  to  be  dominated  by 
Catholic  scholastics  or  by  Protestant  theologians  for  two  more  centuries.  In  fact  it  was 
the  humanists  in  the  literary  fields  and  the  scholastics  and  religionists  in  the  pliilosoph- 
ical  fields  who  cooperated  to  hold  off  or  delay  the  inroads  of  the  scientists  and  realists 
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during  the  seventeenth  and  eighteenth  centuries  in  most  of  the  universities  of  Europe 
and  America. 

Although  the  humanists  were  the  innovators  of  the  day,  propagandizing  first  in 
Italy  and  then  the  length  and  breadth  of  Europe  for  greater  attention  to  the  ancient 
classical  studies,  their  innovations  did  not  necessarily  lead  to  the  modernizing^  of 
Western  education,  There  were  two  key  elements  in  the  humanist  program  for  a 
revitalized  education.  (1)  All  educated  men  of  the  sixteenth  and  seventeenth  centuries 
should  be  trained  to  imitate  the  classical  language  and  style  in  their  own  writing  and 
speaking.  This,  of  course,  meant  training  in  Latin  and  to  a  lesser  extent  in  Greek.  (2) 
All  educated  men  should  achieve  an  understanding  and  appreciation  of  ancient 
Graeco -Roman  civilization  as  the  best  means  of  preparing  them  to  deal  with  their  own 
hfe  and  times.  Wlien  these  elements  went  together  under  the  tutelage  of  a  vital  and 
creative  teacher,  the  learning  could  be  both  innovative  and  modernizing;  the  intel¬ 
lectual  means  were  at  hand  to  broaden  perspective,  sharpen  insights,  and  acquaint  the 
learner  with  the  problems  and  solutions  reached  by  keen  observers  and  analysts  of  the 
past.  These  could  illuminate  the  understanding  and  increase  the  options  and  possibili¬ 
ties  for  problem  solving  in  extremely  useful  ways.  They  could,  and  in  important  ways 
did,  help  to  spread  the  Graeco-Roman  belief  in  the  value  of  rationality  as  a  way  of  life 
and  the  power  of  ideas  to  shape  human  affairs. 

Wliat  happened,  however,  was  that  it  was  extremely  difficult  to  keep  the  two 
parts  of  the  humanist  cultural  and  educational  program  going  along  together.  The 
easiest  part  to  do  was,  of  course,  the  first,  but  tliis  could  quickly  become  a  routine 
matter  of  rote  memorizing  and  imitation  of  phrases  and  verses  of  the  great  authors  and 
the  not-so-great  textbook  writers.  It  was  far  more  difficult  to  bring  to  life  and  keep 
alive  in  a  foreign  tongue  a  realizing  appreciation  of  an  alien  and  ancient  civilization  for 
generations  of  boys  and  young  men  who  found  the  burgeoning  life  of  their  own  day 
intriguing  and  demanding.  It  was  still  more  difficult  for  a  teacher  to  assist  in  applying 
the  knowledge  of  the  past  to  the  problems  of  his  present. 

Yet  the  humanist  spokesmen  insisted  that  the  classics  did  contain  the  keys  to  the 
educational  kingdom.  They  put  it  in  many  different  ways.  Erasmus  put  first  things 
first-and  very  succinctly-in  liis  De  Ratione  Stiidii: 

Language  thus  claims  the  first  place  in  the  order  of  studies  and  from  the 
outset  should  include  both  Greek  and  Latin  ....  within  these  two  literatures  are 
contained  all  the  knowledge  which  we  recognize  as  of  vital  importance  to 
mankind. 

Vergerius  put  the  matter  somewhat  more  elegantly  but  to  the  same  point: 

We  call  those  studies  liberal  which  are  worthy  of  a  free  man;  those  studies 
by  which  we  attain  and  practise  virtue  and  wisdom;  that  education  which  calls 
forth,  trains  and  develops  those  highest  gifts  of  body  and  of  mind  which  ennoble 
men,  and  which  are  rightly  judged  to  rank  next  in  dignity  to  virtue  only.^^ 

Woodward,  Desiderius Erasmus,  p.  163. 
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He  then  defined  the  prime  liberal  studies  in  the  order  of  their  importli,ripe:  history, 
moral  philosophy,  eloquence  (based  on  grammar,  rhetoric,  and  logic);  f<JirQ'Wed  by 
poetry,  music,  arithmetic,  geometry,  astronomy,  and  natural  pliilosophy.  BuHteBnafe 
message  was  the  predominant  theme  to  which  the  humanists  regularly  returned: 
“Literature  surpasses  every  other  form  of  record.” And  Bruni  spelled  out  the 
message  in  explicit  detail: 

This  leads  me  to  press  home  this  truth  .  .  .  that  the  foundations  of  all  true 
learning  must  be  laid  in  the  sound  and  thorough  knowledge  of  Latin:  which 
implies  study  marked  by  a  broad  spirit,  accurate  scholarship,  and  careful  atten¬ 
tion  to  details.  ...  To  attain  this  essential  knowledge  we  must  never  relax  our 
careful  attention  to  the  grammar  of  the  language  ...  we  must  note  attentively 
vocabulary  and  inflexions,  figures  of  speech  and  metaphors,  and  all  the  devices 
of  style,  such  as  rhythm,  or  antithesis,  by  which  fine  taste  is  exhibited  .  .  . 
bringing  a  keen,  critical  sense  to  bear  upon  select  works,  observing  the  sense  of 
each  passage,  the  structure  of  the  sentence,  the  force  of  every  word  down  to  the 
least  important  particle.  In  this  way  our  reading  reacts  directly  upon  our  style. 

Whatever  else  the  humanist  “reform”  turned  out  to  be,  the  pedagogical  heart  of  the 
matter  was  here. 

Bolgar  explains  in  detail  the  new  pedagogical  method  wliich  characterized  the 
humanists’  stock-in-trade.  This  was  in  essence  to  try  to  imitate  the  style  of  classic 
writers  by  keeping  careful  and  detailed  notebooks  in  which  words,  phrases,  metaphors, 
anecdotes,  allusions,  and  epigrams  are  classified  according  to  subject  headings  on 
topics  wliich  could  be  useful  in  one’s  own  writing  efforts.  Beginning  with  Chrysoloras, 
who  brought  these  pedagogical  instruments  from  Byzantium  to  Florence  in  1396,  and 
propounded  by  such  humanist  giants  as  Guarino,  Bruni,  Vergerius,  Valla,  Agricola,  and 
Vives,  the  method  reached  its  apex  in  Erasmus  and  in  Ms  De  Copia: 

The  whole  purpose  of  the  Humanists  in  transmogrifying  Greek  and  Latin 
literature  into  a  series  of  notes  was  to  produce  a  body  of  material  which  could 
be  easily  retained  and  repeated.  They  made  titanic  efforts  to  remember  the 
contents  of  the  notebooks  they  compiled.  The  Renaissance  was  the  age  of 

•  •  1 S 

memorizing. 

The  humanists,  of  course,  did  not  confine  themselves  to  the  narrow  pedagogical 
matters  just  described.  They  ranged  over  a  vast  number  of  broader  themes  in  their 
efforts  to  reform  Western  education.  Some  proposed  greater  attention  to  public  service 
and  civic  education  for  the  ruhng  classes  of  the  Italian  city  states  and  the  aristocratic 
classes  of  France  and  Germany  and  England.  Some  proposed  boarding  schools  in  the 
cities,  others  preferred  private  tutors.  Some  favored  study  of  the  vernaculars  along 
with  the  classics,  others  were  contemptuous  of  the  vernaculars.  Some  concentrated  on 

^^Ibid.,  p.  105. 
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Christian  writers,  some  on  pagan,  some  on  both.  Some  stressed  Greek  as  well  as  Latin 
others  only  Latin.  Some  were  hostile  to  science  and  practical  arts,  others  simply 
indifferent  or  tolerant.  But  whatever  they  proposed  and  whatever  differences  they 
displayed  in  general  orientation,  the  basic  educational  means  to  the  broader  goals  was 
nearly  always  the  task  of  writing  well,  and  the  best  way  to  learn  how  to  write  well  was 
to  imitate  the  great  classical  writers  of  Latin  and  Greek. 

Many  practicing  educators  echoed  the  cry  of  the  humanists  that  classical  Latin 
should  be  substituted  for  medieval  Latin  in  the  schools  and  universities  of  the  day  but 
others  did  not.  The  movement  for  educational  reform,  which  started  in  Italy  in  the 
fifteenth  century  and  soon  spread  to  Germany,  the  Low  Countries,  England,  and 
France,  met  with  a  good  deal  of  resistance  from  the  established  church  schools.  But  by 
dint  of  much  writing,  speaking,  and  traveling,  the  humanists  made  good  their  claims 
either  winning  over  the  church  schools,  refounding  them,  or  setting  up  new  schools. 
Bolgar  sums  up  two  centuries  of  humanist  education  in  Europe  as  follows: 

At  the  end  of  the  fourteenth  century,  the  cultural  tradition  of  the  West 
bore  the  recognisable  imprint  of  the  Middle  Ages.  By  the  end  of  the  sixteenth, 
the  medieval  elements  had  been  replaced  by  others  drawn  from  the  Graeco- 
Roman  heritage;  and  in  between  these  two  limits  of  time,  we  find  that  the 
method  of  study  in  general  use  is  based  on  the  analysis  of  the  classical  texts  and 
the  memorisation  of  linguistic  and  illustrative  detail.  That  these  Humanist 
studies  subserved  certain  wide  aims  characteristic  of  the  period  as  a  whole  seems 
almost  irrelevant  in  view  of  the  thoroughness  of  the  methods  employed.  Admit¬ 
tedly  there  was  some  degree  of  selection,  certain  aspects  of  ancient  life  received 
more  emphasis  than  others;  but  once  a  student  had  embarked  upon  the  recom¬ 
mended  course,  once  he  had  started  analysing  and  memorising,  the  techniques  he 
employed  acquired,  like  some  powerful  engine,  an  impetus  of  their  own  and 
took  in  everything  irrespective  of  its  interest,  so  that  the  whole  or  nearly  the 
whole  of  the  classical  heritage  passed  into  the  common  stock  of  European 
thought. 

What  Bolgar  makes  explicit  (and  is  sometimes  neglected  by  humanist  enthu¬ 
siasts)  is  that  the  classical  heritage  passed  into  the  stock  of  European  thought  not  only 
by  direct  incorporation  into  the  curriculum  of  classical  secondary  schools  of  Europe 
but  also  by  its  transfusion  into  the  vernacular  languages  of  the  people  and  even  into 
the  elementary  schools.  This  was  one  of  the  transforming  achievements  of  the 
sixteenth  century.  The  main  body  of  classical  literature  was  not  only  directly  trans¬ 
lated  into  Italian,  German,  French,  Spanish,  and  English  so  that  it  became  available  in 
printed  form  to  a  vast  new  audience  which  had  hitherto  had  no  access  to  it;  but  also 
the  principal  vernacular  writers  embodied  much  of  the  tone,  the  substance,  the  style, 
and  the  allusions  of  the  classics  in  their  own  writings.  The  French  of  Rabelais  and 
Montaigne  and  the  English  of  Bacon  and  Shakespeare  are  but  prime  examples. 

By  the  end  of  the  seventeenth  century  the  assimilation  of  the  classical  heritage 
into  Western  education  had  been  achieved  in  obvious  form  in  the  classical  secondary 
schools,  in  less  obvious  form  in  the  burgeoning  vernacular  literature  that  proclaimed 
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the  arrival  of  cultural  nationalisms  that  would  eventually  burst  asunder  the  inter¬ 
national  medium  of  discourse  that  had  been  based  upon  Latin  and  Greek.  In  the  face 
of  such  developments,  some  educators  could  begin  to  argue  that  the  exclusive  study  of 
Latin  and  Greek  was  no  longer  necessary  in  order  to  be  able  to  absorb  the  classical 
heritage.  It  could  be  acquired  through  the  vernacular.  The  reply,  of  course,  was  that 
the  vernacular  could  never  take  the  place  of  the  real  tiling;  only  the  classics  could 
properly  discipline  the  mind.  But  this  was  not  the  main  argument  that  won  the  day  in 
the  heat  of  the  religious  Reformation. 

Reformation:  From  Humanista  to  Pietas  Litterata 

The  second  R  that  permeated  Western  education  from  the  early  sixteenth  century 
onward  was  the  use  of  education  as  an  instrument  of  religious  ideology.  It  was,  of 
course,  nothing  new  that  education  had  been  a  prime  formative  factor  in  the  building 
of  Christendom  both  in  the  East  and  the  West  (as  we  saw  in  Chapters  4  and  5).  What 
was  new  was  that  education  became  a  weapon  for  the  warring  creeds  within  Chris¬ 
tianity  itself.  Religious  sectarianism  was  imbedded  in  Western  education  from  the 
elementary  schools  to  the  universities.  Wlien  the  sectarian  creeds  were  at  their  most 
\1rulent,  the  schools  became  pawns  in  the  struggles. 

Yet,  education  in  the  Reformation  was  not  simply  a  weapon  in  ideological 
combat.  It  in  turn  injected  a  leaven  of  scholarship  into  the  religious  debates  that  gave 
them  peculiar  relevance  to  the  Renaissance.  The  linkage  between  scholarship  and  the 
Christian  religion  was  fashioned  in  a  way  that  made  education  a  potent  force  in 
religion  comparable  to  faith  and  ritual.  E.  Harris  Harbison  of  Princeton  has  stressed 
this  emergence  of  ‘‘scholarship  as  a  Christian  calling”  in  the  following  terms: 

The  Protestant  Reformation  began  in  a  scholar’s  insight  into  the  meaning 
of  Scripture.  It  was  to  a  large  extent  a  learned  movement,  a  thing  of  professors 
and  students,  a  scholar’s  revolution.  .  .  .  The  Catholic  response  to  the  challenge, 
particularly  in  the  Council  of  Trent,  partook  of  the  same  nature.  The  prestige 
and  influence  of  Christian  scholars  probably  never  stood  higher  in  all  of  Western 
history  than  during  the  two  generations  which  embraced  the  lifetimes  of 
Erasmus,  Luther,  and  Calvin.  In  no  other  period  is  there  anything  quite  like  the 
zest  for  learning,  the  respect  for  scholarship,  the  confidence  in  what  scholarship 
might  accomplish-and  the  revolution  it  did  accomplish~of  the  age  of  the 
Reformation.^^ 

It  was  not  only  that  the  classics  were  needed  as  intellectual  armament  by 
Protestant  scholars  in  order  to  combat  successfully  the  Catholic  theologians  by 
studying  the  real  sources  of  Christianity  in  their  original  languages,  Greek,  Hebrew, 
and  Latin.  At  the  same  time,  the  Protestants  argued  that  vernacular  translations  of  the 
Bible  were  necessary  if  the  common  people  were  to  be  able  to  read  the  Bible  for 
themselves.  In  such  circumstances,  the  Reformation  served  to  entrench  the  classics  in 
the  secondary  education  for  at  least  another  three  centuries,  but  at  the  same  time 
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eventually  to  undermine  the  classics  by  extending  ever  outward  and  upward  the 
vernacular  systems  of  education. 

This  link  between  the  Renaissance  and  the  Reformation  embedded  them  both  in 
Western  education  in  a  peculiarly  persistent  way.  Not  only  were  many  of  the 
humanists  fervent  reformers  and  many  of  the  reformers  competent  scholars,  the 
curriculum  of  the  schools  was  infused  with  a  subject  matter  that  was  at  once  classical 
and  Christian,  the  pietas  litterata.'^^  Wliereas  Christianity  and  early  Italian  humanism 
were  not  particularly  compatible  during  the  fifteenth  century,  the  two  came  much 
closer  together  in  the  sixteenth  century.  Erasmus  was  the  chief  spokesman  for  the  view 
that  classical  literature  could  promote  piety.  After  all,  Christian  culture  had  been 
based  upon  Greek  culture,  and  the  best  of  the  classical  writers  expressed  moral  values 
that  supported  Christian  ethics  (for  example,  Homer,  Herodotus,  Lucian,  and 
Demosthenes  in  Greek;  and  Terence,  Vergil,  Cicero,  Caesar,  and  Sallust  in  Latin). 

Notwithstanding  the  scholarly  underpinnings  of  Reformation  ideology,  one 
cannot  but  be  impressed  with  the  tremendous  importance  of  religious  creeds.  They 
acted  as  rallying  centers  for  the  loyalties  of  men.  They  gave  people  prime  motives  for 
living,  fighting,  and  dying.  From  the  educational  viewpoint,  one  of  the  most  striking 
aspects  of  the  several  religious  faiths  was  their  authoritative  character.  They  were  held 
so  confidently  because  it  was  widely  believed  that  the  religious  leaders  of  each  sect  had 
special  insiglit  into  the  supernatural,  beyond  winch  there  was  no  appeal;  consequently, 
the  word  of  the  religious  leaders  was  often  taken  to  be  the  word  of  God.  From 
Sumerian  times  to  the  present  day  the  ruler  who  wished  his  word  to  be  law  has 
proclaimed  that  he  ruled  by  divine  right.  Another  tactor  was  the  belief  that  moral 
conduct  depended  upon  religion;  a  man  could  not  be  morally  good  unless  he  held 
orthodox  religious  beliefs.  Thus  it  was  argued  that  the  moral  basis  of  civilization  itself 
would  crumble  if  religious  dissidents  were  allowed  to  argue  as  they  pleased.  Most 
religious  sects  were  reluctant  to  tolerate  what  they  considered  to  be  heresy.  In  these 
respects  the  religious  creeds  of  the  Reformation  exerted  a  powerful  traditionalizing 
impact  upon  Western  education. 

At  the  same  time,  the  Protestant  stress  on  literacy  as  a  means  of  reading  the 
Bible  led  to  increased  availability  of  education~a  significant  aspect  of  the  modernizing 
of  Western  civilization.  Along  with  their  insistence  upon  the  Bible  as  the  rule  of  faith, 
Protestants  emphasized  the  necessity  for  each  person  to  establish  the  grounds  of  his 
belief  by  reading  the  Bible  for  himself.  This  meant  that  all  true  believers  must  know 
how  to  read  the  Bible.  The  demand  for  a  widespread  education  thus  arose  in  the  early 
modern  period  from  religious  as  well  as  from  political  and  economic  motives.  The 
conjunction  of  these  motives  in  the  national  states  of  Western  Europe  and  America 
gave  rise  to  the  conditions  out  of  which  a  popular  education  appeared.  Wlien  this 
happened,  something  new  under  the  sun  had  been  created.  Popular  education  proved 
to  be  an  essential  ingredient  in  modern  civilization. 

It  remains  true,  however,  that  the  fundamental  values  upon  which  Reformation 
education  rested,  the  dominating  conception  of  the  world  and  of  man’s  destiny  in  it, 
remained  closely  identified  with  traditional  Christianity.  Despite  the  quarrels  between 
Protestants  and  Catholics,  neither  departed  substantially  from  the  medieval  conception 
21 
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of  God  and  the  universe.  A  basic  agreement  among  Christian  Catholics  and  Christian 
Protestants  linked  them  closely  together  against  the  world  view  of  empirical  science. 
Both  accepted  a  universe  created  by  God  in  which  man  played  a  role  assigned  to  him 
by  God.  Both  accepted  the  distinction  between  a  supernatural  world  and  a  natural 
world,  of  which  the  supernatural  was  by  far  the  more  important. 

Both  Catholics  and  Protestants  believed  that  man’s  nature  consisted  of  a  spiritual 
soul  and  a  material  body,  and  man’s  chief  end  is,  of  course,  the  salvation  of  his 
immortal  soul.  Calvinists  and  Jansenists  tended  to  dwell  upon  the  doctrine  of  original 
sin,  but  this  was  largely  a  matter  of  emphasis,  for  most  Christians  of  the  day  would 
have  denied  a  suggestion  that  man  is  inherently  good  or  that  he  is  born  neither  good 
nor  bad.  Both  CathoHcs  and  Protestants  agreed  that  the  ultimate  judgment  of  man’s 
success  upon  this  earth  does  not  come  until  the  next  world.  Both  would  have  joined 
against  a  doctrine  that  preached  that  man’s  ultimate  justification  comes  from  the 
social  good  that  he  is  able  to  accomplish  on  earth. 

Both  Cathohcs  and  Protestants  agreed  that  man’s  primary  aim  in  education  was 
to  arrive  at  a  true  knowledge  of  God’s  laws  and  commandments.  If  the  Protestants 
objected  to  the  educational  system  of  the  Catholics,  their  remedy  was  primarily  to  set 
up  a  system  of  language  study  whereby  they  could  read  the  word  of  God  for 
themselves  in  the  pietas  litterata,  unfettered  by  the  commentaries  and  interpretations 
of  Catholic  scholars.  Knowledge  of  the  physical  world  was  considered  by  both  as  far 
less  important  than  knowledge  of  the  spiritual  and  moral  world.  The  learning  process 
was  conceived  by  both  Cathohcs  and  Protestants  to  be  most  effectively  conducted  by 
a  kind  of  mental  and  moral  disciphne,  achieved  principally  through  the  study  of 
language  and  Hterature  in  which  reading  and  memorizing  were  paramount.  Both 
Cathohcs  and  Protestants  were  in  large  part  opposed  to  the  implications  of  much  of 
the  new  science. 

In  their  ambivalence  toward  the  works  of  Dame  Reason,  favoring  her  when  she 
spoke  through  virtuous  classical  hterature  but  condemning  her  when  she  spoke 
through  empirical  science,  the  Protestant  reformers  were  scarcely  promoting  the 
modern.  Rather,  they  were  maintaining  strong  conserving  hnks  with  the  medieval 
tradition.  Frankhn  Le  Van  Baumer  summarizes  the  case  very  nicely: 


The  Protestants  believed  firmly  in  all  the  general  features  of  the  Christian 
Epic.  In  their  world,  as  in  the  Middle  Ages,  supernatural  revelation,  miracles,  and 
witches  were  taken  for  granted.  In  the  sixteenth  century,  the  majority  stressed 
faith  rather  than  reason,  opposed  religious  toleration,  and  were  indifferent,  and 
sometimes  hostile,  to  natural  science  and  free  inquiry. 

Clearly,  Protestantism  belonged  to  the  same  genus  of  thought  as  medieval 
Catholicism.  ...  as  Troeltsch  has  pointed  out,  sixteenth-century  Protestantism 
stood  for  a  “church  civilization,”  i.e.,  a  civilization  in  which  an  infallible  and 
historic  church  claims  the  right  to  regulate  society  (either  directly,  or  indirectly 
through  the  state)  from  the  standpoint  of  supernatural  revelation.  .  . .  And  from 
the  title  to  save  souls  followed  logically  the  claim  to  discipline  men  in  all  their 
wordly  activities,  whether  in  education  or  politics  and  business. 
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In  these  respects,  the  Protestant  Reformation  was  not  “modern”  and  did  not 
promote  the  modernizing  of  Western  education  which  eventually  came  to  emphasize 
rationality  over  revelation,  and  secular  over  otherworldly  interests.  But,  by  allying 
themselves  with  political  movements  and  economic  trends  that  were  to  overturn  the 
old  order  and  thus  pave  the  way  to  modernity,  the  Protestant  reformers  did  hasten  the 
appearance  of  the  modern  world: 

Protestantism  was  primarily  and  fundamentally  a  religious  reform,  but  it 
owed  its  popularity  and  growth  in  large  part  to  powerful  lay  movements  which 
ran  parallel  with  it.  There  can  be  no  doubt  that  something  in  Protestant  thought 
itself  appealed  to  the  most  progressive  elements  of  Western  society.  The  Reforma¬ 
tion  wms  a  primitivist  movement  which  preached  a  return  to  the  simple  standards 
of  the  Bible  and  the  early  Christian  community.  But  not  infrequently  in  history 
primitivism  serves  as  a  lever  for  dislodging  traditional  forces  and  allowing  others 
to  take  over.  This  is  what  the  Reformation  accomplished,  and  there  is  consider¬ 
able  irony  in  the  situation.  The  reformers  contributed  to  individualism,  although 
none  of  them  were  individualists  in  the  modern  sense;  to  nationalism,  although 
they  hoped  to  restore  Christian  unity;  to  democracy,  although  hardly  any  of 
them  were  democrats;  to  the  “capitalistic  spirit,”  although  they  were  extremely 
suspicious  of  capitalists;  indeed,  to  the  secularization  of  society,  although  their 
aim  was  exactly  the  reverse.^^ 

Realism:  From  Pietas  Litterata  to  Realia 

The  English  word  realism  is  used  here  as  a  general  term  to  refer  not  only  to  the  new 
philosophy  of  empirical  science  that  was  emerging  in  the  sixteenth  and  seventeenth 
centuries  but  also  to  a  variety  of  related  educational  theories.  Some  began  to  stress 
learning  through  sense  experience  and  contact  with  actual  things  rather  than  through 
books  and  verbal  symbols.  Others  argued  that  the  fulfillment  of  school  learning  was  to 
be  found  in  the  application  of  knowledge  to  the  practical  affairs  of  life  rather  than  in 
elegance  of  speech  or  in  religious  devotion. 

The  three-cornered  debate  among  the  three  R’s  of  Western  education  that  arose 
in  the  early  modern  period  has  continued  in  various  ways  to  the  present  time.  John 
Colet’s  devotion  to  the  clarity,  the  eloquence,  and  the  moral  virtues  of  classical 
literature  led  him  to  scoff  at  medieval  scholastic  learning  as  “blotterature.”  Martin 
Luther  roared  condemnation  of  science  as  “That  silly  little  fool,  that  Devil’s  bride, 
Dame  Reason,  God’s  worst  enemy.”  Bishop  Thomas  Sprat  haughtily  replied  to  critics 
of  science  that  the  art  of  experiment  was  the  only  proper  subject  for  mature  men 
while  the  traditional  “talkative  arts”  were  fit  only  for  young  learners  and  children. 
And  Sir  William  Petty  heaped  scorn  upon  the  “grammaticasters”  of  the  country 
schools  in  contrast  to  the  useful  urban  arts  he  proposed  for  his  College  of  Tradesmen. 

The  educational  debates  between  humanists  and  realists  were  part  of  a  larger 
cultural  and  intellectual  conflict  between  the  Ancients  and  the  Moderns  which  marked 
the  latter  part  of  the  seventeenth  century.  Fontenelle’s  book  of  1668  symbolized  the 
prime  differences  between  those  who  believed  that  the  mainsprings  of  human  excel- 

^^lbid.,p.  169. 
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lenc6  lay  in  classic  times  and  those  who  believed  the  modern  exponents  of  science 
were  just  as  remarkable  in  their  achievements  as  were  the  ancients.^'’ 

Such  attacks  and  counterattacks  revealed  a  growing  sense  of  doubt,  skepticism, 
and  inquiry  concerning  the  structure  of  ideas  that  men  should  live  by.  The  mere  fact 
that  the  leaders  of  each  religious  sect  battled  so  vigorously  against  unorthodox  beliefs 
showed  that  doubters  and  unbelievers  had  to  be  worsted.  By  the  end  of  the  Reforma¬ 
tion  the  sheer  physical  destruction  of  the  religous  wars  had  led  many  to  wonder 
whether  perhaps  all  religious  doctrines  were  wrong  and  whether  a  new  way  to  truth 
could  be  found.  The  impact  of  new  geographic  discoveries  and  knowledge  concerning 
how  other  people  lived  led  many  to  reexamine  the  established  social  forms  of  their 
own  societies  and  cultures  and  to  open  new  horizons  through  which  the  study  of 
nature  might  reveal  the  fundamental  characteristics  of  man  as  well  as  of  things. 
Acquaintance  with  the  hunting  and  gathering  folk  societies  to  be  found  in  the 
Americas  prompted  belief  that  the  natural  man  and  the  unspoiled  noble  savage  could 
be  morally  good  without  the  benefits  of  civilization  or  religion.  Montaigne  was  struck 
by  the  fact  that  untutored  peoples  with  no  “civilized”  heritage  could  show  such  high 
qualities  of  courage,  honor,  and  integrity.  The  feeling  even  grew  that  nature  could 
produce  purer  and  better  models  of  moral  conduct  than  the  oversophisticated  civiliza¬ 
tions  of  the  past  could  provide. 

If  models  for  man’s  behavior  and  his  education  could  not  be  found  in  the  past, 
either  in  the  classical  humanities  of  the  Renaissance  or  in  the  religious  creeds  of  the 
Reformation,  where  then?  The  answer  obviously  lay  in  the  natural  and  human 
interests  of  this  world  as  portrayed  by  the  underlying  concepts  of  modem  science:  a 
certainty  that  the  secrets  of  nature  could  be  revealed  to  man  through  the  progressive 
accumulation  of  scientific  knowledge;  a  belief  that  scientific  knowledge  obtained  from 
the  direct  study  of  nature  is  superior  to  that  obtained  by  reading  a  body  of  written 
knowledge  inherited  from  the  past;  and  confidence  that  the  most  reliable  and  valid 
knowledge  rests  upon  the  painstaking  collection  of  empirical  facts,  the  objective 
verification  of  those  facts,  and  the  use  of  mathematical  formulas  in  their  analysis. 

The  realistic  reform  of  education  frontally  attacked  the  tradition  that  success  in 
school  should  be  determined  mainly  by  the  ability  to  memorize  quantities  of  bookish 
material  and  to  recite  to  the  teacher  what  was  in  the  book.  Ever  since  the  widespread 
use  of  written  language,  the  most  obvious  method  of  school  learning  had  been 
memorizing.  When  English  grammars  were  written,  they  followed  the  grammatical 
rules  found  in  Latin  grammars.  As  rules  for  logic,  rhetoric,  and  mathematics  were 
developed,  the  learning  of  those  subjects  was  based  on  memorizing  the  rules.  The 
disputation  required  students  to  argue  according  to  the  rules  of  formal  logic.  Likewise, 
the  declamation  gave  students  the  opportunity  to  recite  excerpts  from  the  classic 
writers  or  from  pieces  they  had  composed  according  to  the  rules  of  rhetoric.  Some  of 
the  more  advanced  secondary  schools  stressed  the  reciting  of  lines  from  ancient  plays 
in  order  to  develop  a  sense  of  the  style  and  usage  of  the  classic  authors.  When  the 
imitation  of  classic  authors  was  so  pronounced  as  to  be  slavish,  the  method  was 
derided  as  Ciceronianism. 
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Educators  who  were  imbued  with  an  empirical  point  of  view  began  to  react 
against  the  rationalistic  formalism  of  Ciceronianism  and  the  irrational  excesses  of  a 
brutal  or  vindictive  discipline.  In  general,  the  realists  urged  that  learning  through  the 
senses  by  acquaintance  with  actual  things  (realia)  was  far  more  effective  than  merely 
learning  words  and  rules  from  books.  The  inductive  method  of  science  whereby  the 
learner  begins  with  actual  and  simple  observations  of  objects  around  him  and  proceeds 
to  more  complex  and  unfamiliar  things  was  proposed  as  the  best  basis  for  educational 
method.  Efforts  to  arouse  the  interest  of  students  in  what  they  were  learning  and  to 
adapt  the  materials  to  their  abiUties  were  praised  as  an  improvement  over  traditional 
formalism  and  mere  bookishness. 

In  such  ways  as  these  the  realists  insisted  that  school  methods  and  curriculums 
should  be  revised  to  fit  the  social  and  intellectual  changes  that  were  beginning  to 
characterize  modern  Western  civilization.  In  fact  when  the  Utopians  looked  into  the 
future  and  tried  to  visualize  what  was  to  be  or  what  ought  to  be,  they  often  described 
the  ideal  education  in  technical,  scientific,  and  practical  terms  in  contrast  to  the 
useless  gentlemanly  education  they  were  so  familiar  with.  Thus  did  Thomas  More, 
Rabelais,  Campanella,  and  Bacon  stress  the  transforming  role  of  realistic  education. 

Many  of  the  doctrines  of  realism  stemmed  from  an  empirical  philosophy  which 
insisted  that  education  should  cultivate  the  scientific  spirit  and  method.  Francis  Bacon 
attacked  the  “contentious”  learning  of  scholastic  dialectics  and  theology,  the  “deli¬ 
cate”  learning  of  Ciceronian  humanism,  and  the  “fantastic”  learning  of  superstition 
and  witchcraft.  He  argued  that  all  these  neglected  the  study  of  nature  and  depended 
upon  mere  speculation  or  authority.  Instead,  education  should  encourage  original 
investigation,  should  cultivate  the  habit  of  suspending  judgment  until  the  facts  were  in, 
and  should  foster  a  critical  attitude  that  would  free  the  individual  from  the  shackles  of 
preconceived  prejudices  and  fixed  ideas. 

If  Bacon  was  the  high  priest  of  realistic  educational  theory,  the  eminent 
Moravian  Brethren  bishop,  Johann  Amos  Comenius,  was  the  outstanding  educationist 
who  applied  the  doctrines  of  sense  realism  to  pedagogical  methods  and  content  in  the 
schools.  All  instruction  should  be  carefully  graded  and  arranged  to  follow  the  order  of 
nature  as  revealed  hi  the  child’s  development.  This  meant  proceeding  from  the  simple 
to  the  complex,  from  the  known  to  the  unknown.  Throughout  all  teaching,  the 
understanding  of  the  child  should  be  approached  through  appeals  to  his  sense  experi¬ 
ence.  Comenius  urged  that  the  child  learn  by  acquaintance  with  actual  objects  (realta) 
wherever  possible  and  in  any  case  through  pictures  and  representations  of  things.  Of 
his  many  profusely  illustrated  textbooks  which  popularized  the  idea  of  picture  books 
for  school  children,  Ms  Orbis  Pictus  is  perhaps  the  best  known.  He  improved  language 
teaching  by  giving  simple  descriptions  of  the  pictures,  with  the  vernacular  and  the 
Latin  sentences  written  side  by  side. 

In  Didactica  Magna  Comenius  set  forth  Ms  educational  theory  and  Ms  plans  for 
reforming  the  curriculum  and  organization  of  schools.  In  general,  he  was  impressed 
with  the  possibilities  of  social  reform  through  pansopMsm,  that  is,  teaching  aE 
knowledge  to  ail  children.  He  neatly  divided  the  educational  career  up  to  age  24  into 
four  periods  of  six  years  each.  His  6-6-6-6  plan  provided  special  schools  for  each 
period:  infancy,  childhood,  boyhood,  and  youth.  In  the  school  for  infants  up  to  the 
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age  of  six  (School  of  the  Mother’s  Knee),  Comenlus  would  train  the  senses  and  bring 
about  moral,  religious,  and  physical  development  through  play  and  games,  fairy  tales, 
rhymes,  music,  and  manual  activity  in  his  vernacular  school  for  children  ages  six  to 
tU'elve,  he  would  teach  reading,  writing,  arithmetic,  singing,  religion,  morals,  eco¬ 
nomics  and  politics,  history,  and  the  mechanical  arts.  The  classical  school  for  adoles¬ 
cent  ages  twelve  to  eighteen  would  teach  German,  Latin,  Greek,  Hebrew,  grammar, 
rhetoric,  logic,  mathematics,  science,  and  art.  The  university  for  youth,  ages  eighteen 
to  twenty -four,  would  be  the  top  rung  of  this  ladder  system. 

At  all  levels,  the  subject  matter  would  be  carefully  organized  into  classes  and 
graded  to  the  pupil’s  ability.  The  school  year  would  be  carefully  determined,  as  well  as 
hours  for  specific  activities  during  the  school  day.  Classes  would  be  taught  as  groups 
for  the  social  advantages  thus  to  be  gained,  and  the  various  subject  matters  would  be 
correlated  as  far  as  possible.  In  all  activities  the  school  would  be  made  practical  for  life 
and  pertinent  to  an  upright  religious  life. 

Although  his  technical  assistance  was  sought  in  Poland,  Sweden,  Germany, 
Holland,  Hungary,  and  England  (and  even  some  mention  was  made  of  inviting  him  to 
be  president  of  Harvard  College  in  Massachusetts  Bay  Colony),  Comenius  suffered 
successive  defeats  and  failures  in  his  homeland  because  of  the  ravages  of  the  Thirty 
Years’  War.  His  religious  sect  was  so  generally  persecuted  that  his  influence  was 
doubtless  much  less  than  it  would  have  been  if  he  had  belonged  to  a  majority  group. 

Jerome  K.  Clausen  argues  that  Comenius’  genius  lay  not  in  his  originality  nor  in 
the  eloquence  of  his  writings,  which  were  often  tedious  and  labored,  but  in  his 
eclecticism.  More  than  any  other  personality  of  his  day  he  was  able  to  “combine 
religious,  scientific,  encyclopedic,  and  Humanistic  points  of  view  into  one  comprehen¬ 
sive  scheme. He  was  able  to  see  the  merits  in  all  of  the  three  R’s  of  the  early 
modem  period  and  to  try  to  design  a  universal  system  of  education  that  would 
embrace  the  key  elements  in  Renaissance  humanism,  Reformation  religion,  and  realis¬ 
tic  science. 

Not  surprisingly,  his  works  contained  some  contradictions.  He  applauded  the 
idea  of  following  the  interests  of  the  child  but  he  stressed  obedience  and  imitation.  He 
stressed  the  role  of  sense  experience,  but  his  textbooks  centered  on  teaching  language. 
He  advocated  universal  knowledge  of  languages  and  arts,  but  first  must  come  faith  and 
piety  and  uprightness  in  morals.  Nevertheless,  his  conception  that  erudition,  virtue, 
and  piety  should  go  together  formed  the  basis  of  a  belief  that  education  ought  to  hnk 
knowledge,  conduct,  and  religion  Jnto  a  mutually  supporting  triad.  What  made 
Comenius  more  modern  than  many  others  of  his  day  was  his  belief  that  knowledge 
should  include  both  the  humanities  and  the  sciences. 

Still  more  modern,  if  anything,  was  Comenius’  belief  that  universal  education 
could  be  a  means  to  universal  peace  in  a  war-torn  world.  Two  of  his  writings  carry 
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i.  Perkinson  (eds.),  The  Educated  Man,  Wiley,  New  York,  1965,  p.  168. 

■  For  short  but  significant  selections  by  Comenius,  see  Paul  Nash  Models  of  Man,  WUey, 

New  York,  1968,  chap.  8;  for  longer  selections,  see  John  Amos  Comenius  on  Education  with  aii 
miroauction  by  Jean  Piaget,  Teachers  College  Piess,  New  York,  1967. 
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forward  this  idea.  They  are  remarkable  testaments  to  a  faith  still  far  from  realized  In 
the  Pampaedia  Comenius  put  it  this  way: 

Pampaedia  is  universal  education  for  the  whole  of  the  human  race;  for 
among  the  Greeks  Tiaiheia  means  both  teaching  itself  and  the  discipline  by  which 
men  acquire  education,  while  nav  means  universal.  Therefore  our  goal  is  tobe- 
learning  Tiavrec:,  mvra,  naproj^  (for  all  men,  about  all  things,  in  all  ways). 

...  so  that  at  last  the  whole  of  the  human  race  may  become  educated,  men  of  all 
ages,  all  conditions,  both  sexes  and  all  nations?^ 

This  is  an  extraordinary  vision,  well  before  the  Enlightenment,  of  the  possibility' 
of  improving  the  welfare  of  all  the  nations  of  the  earth  on  a  level  of  equality.  Indeed 
Comenius  stated  succinctly  the  aspirations  of  mankind  which  have  in  the  twentieth 
century  been  called  the  revolution  of  rising  aspirations.  Indeed  these  tenets  come  close 
to  the  demands  for  national  development  and  for  modernization  that  have  marked  the 
independence  movements  of  the  1960s  and  1970s.  Comenius  anticipated  them  by  300 
years: 


Finally  then,  if  we  consider  the  innate  desires  of  man  altogether,  education 
for  humanity  falls  into  twelve  parts;  for  everyone  born  man,  by  reason  of  the 
most  intimate  impulses  of  his  nature,  longs: 

(i)  To  be,  i.e.,  to  live; 

(ii)  To  live  unshakeably,  i.e.,  to  be  worth; 

(iii)  To  live  observantly,  i.e.,  to  know  what  he  has  around  him; 

(iv)  To  live  by  light,  i.e.,  to  understand  what  he  knows; 

(v)  To  live  in  freedom,  i.e.,  to  desire  and  choose  what  he  knows  to  be 
good,  not  to  wish  but  to  refuse  what  is  bad,  and  to  act  in  all  things  according  to 
his  own  judgment,  if  possible; 

(vi)  To  live  actively,  i.e.,  to  perform  that  which  he  understands  and 
chooses,  so  as  not  to  understand  and  choose  in  vain; 

(vii)  To  have  or  to  possess  much; 

(viii)  To  enjoy  all  he  has  in  security; 

(ix)  To  be  eminent  and  held  in  honour; 

(x)  To  be  as  eloquent  as  possible  in  order  to  convey  his  knowledge  and  his 
will  to  others  promptly  and  clearly; 

(xi)  To  enjoy  the  favour  and  grace  of  men,  so  that  they  do  not  envy  him, 
but  wish  him  as  quiet,  happy  and  untroubled  life  as  possible; 

(xii)  Finally  to  enjoy  the  favour  of  God,  for  joy  of  heart  and  for  the 
assurance  of  his  happiness  in  God.^^ 

To  enable  the  peoples  of  the  world  to  develop  themselves  in  dignity  and  in 
freedom,  Comenius  proposed  a  system  of  universal  schools,  universal  books,  and 
universal  teachers. He  argued  that  since  all  men  of  whatever  station  in  life  can 

Comenius  on  Education,  op.  cit.,  pp.  116-117. 

^®Ibid.,p.l43. 

^^Ibid.,  pp.  183-199. 
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bscoms  litGrats,  public  schools  should  be  set  up  in  every  villagej  every  town,  every 
kingdom  or  province,  throughout  the  whole  world.  Comenius  did  not  explain  just  how 
public  schools  could  be  established  in  all  lands  throughout  the  world,  but  he  had  a 
vision  concerning  the  way  they  should  be  supervised  once  they  had  been  set  up.  He 
explains  this  in  his  Panorthosia}^  He  proposed  three  worldwide  institutions:  a  College 
of  Ught  to  supervise  the  schools  of  the  world,  a  Dicastery  of  Peace  to  supervise  the 
governmental  institutions  of  the  world,  and  a  Universal  Consistory  to  supervise  the 
churches  of  the  world.  The  College  of  Light  would  act  as  the  teacher  of  the  human 
race  to  see  that  the  world’s  schools  functioned  in  an  orderly  way  and  were  supplied 
with  books  of  universal  knowledge  written  in  a  universal  language,  taught  by  com¬ 
petent  well-trained  teachers,  with  the  most  up-to-date  and  realistic  methods  of 
teaching. 

The  crucible  of  the  wars  of  the  seventeenth  century  and  the  persecutions  of 
religious  and  ethnic  minorities  formed  Comenius’  deep  feelings  about  the  need  for 
international  institutions  that  would  establish  and  enforce  the  peace  of  the  world. 
While  his  proposals  sound  at  once  modern  and  utopian  they  were  born  at  least  300 
years  too  soon.  They  flew  in  the  face  of  the  rampant  nationalisms  that  had  by  no 
means  reached  their  zeniths.  Their  words  carried  a  note  of  authoritarianism  in  his 
efioris  to  direct  universal  right  thinking,”  but  they  must  have  seemed  only  reasonable 
to  a  dedicated  Christian  like  Comenius.  In  the  perspective  of  the  late  twentieth 
century  Comenius  did  not  reckon  on  the  fact  that  most  of  the  world  was  not  to 
become  Christian  despite  the  vast  missionary  efforts  of  300  years.  But  what  Comenius 
did  envisage  was  the  power  of  education  to  mobilize  the  energies  and  loyalties  of  men. 
This  power,  however,  for  most  of  the  300  years  following  Comenius  was  to  be 
harnessed  by  the  nations,  not  by  international  or  world  institutions. 

The  most  popular  realist  in  France  was  Rabelais,  who  set  the  people  laughing  at 
the  schools  in  his  Gargantua  and  Pantagniel.  Writing  in  French  and  reaching  a  popular 
audience,  Rabelais  ridiculed  the  dry  formalism  of  the  humanist  schools  as  well  as  other 
social  excesses  of  his  time.  He  depicted  his  own  ideas  of  educational  reform  in 
exaggerated  terms,  caricaturing  the  older  methods  as  compared  with  newer  and  more 
realistic  methods.  He  advocated  the  classics,  to  be  sure,  but  he  insisted  that  they 
should  give  real  and  useful  guidance  to  conduct  rather  than  simply  represent  bookish, 
linguistic,  and  literary  values.  His  proposed  curriculum  included  heavy  emphasis  on  the 
sciences  and  social  studies. 

Another  scholar  who  perhaps  had  even  more  direct  influence  upon  educational 
content  was  Petrus  Ramus,  who  went  even  further  than  Rabelais  in  his  adherence  to 
the  naturalistic  interest  in  science  and  mathematics.  Ramus  lashed  both  the  Aristote¬ 
lian  scholastics  and  the  Ciceronian  humanists,  and  the  word  RatniSTn  was  coined  to 
represent  his  attack  upon  these  twin  scourges  of  education.  He  set  out  to  reform  each 
of  the  liberal  arts  by  improving  the  material  studied  and  by  making  the  methods  of 
acquisition  simpler  and  easier.  His  efforts  were  directed  toward  a  careful  systematizing 
md  simplifying  of  the  knowledge  of  the  ancient  authors  and  eliminating  the  super¬ 
fluities  and  intricacies  of  medieval  commentaries.  In  this  way  he  helped  to  make 

^“ibid.,  pp.  200-230. 
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knowledge  more  applicable  to  actual  social  conditions,  to  free  it  from  ecclesiastical 
control,  and  ultimately  to  clear  the  way  for  the  new  mathematics  and  science  His 
textbooks  on  the  subjects  of  the  seven  liberal  arts,  as  well  as  on  physics,  ethics 
metaphysics,  and  theology,  gained  wide  vogue  in  Germany,  Switzerland,  at  Cambridge 
in  England,  and  later  in  colonial  America.  ^ 

Still  more  modern-sounding  in  tone  were  some  of  the  schemes  proposed  in 
England  in  the  mid-seventeenth  century.  The  Puritan  modernizers  who  controlled 
Parliament  for  a  decade  beginning  in  1649  sought  a  variety  of  proposals  for  the 
advancement  of  learning  wliich  in  turn  would  help  to  bring  about  the  changes  in 
society  they  so  earnestly  desired.  Their  educational  advisers  included  not  only  for¬ 
eigners  like  Comenius  and  Samuel  Hartlib  from  Germany  and  John  Dury  from  Holland 
but  many  of  their  own  sympathizers.  Richard  Mulcaster  urged  that  instruction  should 
be  adapted  to  the  pupil’s  interests  and  capacities  and  that  great  use  should  be  made  of 
physical  activity,  music,  drawing,  and  games  in  the  development  of  sense  experience. 
Edmund  Coote,  John  Brinsley, and  Charles  Hoole  put  emphasis  upon  actual  perception 
of  things  rather  than  the  mere  study  of  words,  the  use  of  English  in  the  study  of  all 
school  subjects,  the  grading  of  subject  matter,  and  the  division  of  pupils  into  classes  so 
that  their  abilities  might  be  more  appropriately  considered,  and  the  lightening  of 
discipline  so  that  learning  might  become  more  pleasant  and  thus  more  effective. 

Other  proposals  were  far  more  radical.  These  included  plans  for  the  establish¬ 
ment  of  an  academy  in  every  city  to  serve  as  a  secondary  school  and  university  (John 
Milton),  the  creation  of  pansophic  colleges  in  every  county  or  town  to  teach  all  arts 
and  sciences  useful  to  rural  life,  including  health  and  husbandry  (George  Snell),  the 
establishment  of  a  new  university  in  London  that  would  emphasize  the  scientific 
principles  of  various  trades  (Samuel  Hartlib),  and  the  founding  of  a  tax-supported 
college  to  train  teachers  and  supervise  all  the  free  schools  of  England  (John  Bathhurst). 

Particularly  visionary  (and  modern-sounding)  were  proposals  by  Samuel  Hartlib, 
Sir  William  Petty,  and  Jolin  Dury.  Hartlib ’s  scheme  for  “literary  workhouses”  for  the 
poor  children  of  London  included  the  following: 

The  children  were  to  be  taught  reading  and  writing  for  two  hours  in  the 
day,  one  in  the  morning  and  one  in  the  afternoon,  so  that  by  the  age  of  12,  14, 
or  16,  they  would  be  able  to  read  and  write  and  be  fit  in  the  case  of  boys  to 
become  apprentices  or,  if  quickwitted,  to  become  scholars  or  accountants.  For 
the  rest  of  the  day  they  were  to  work  at  spinning,  knitting,  sewing  and  the 
making  of  their  own  clothes,  their  women  teachers  in  these  subjects  getting  a 
penny  out  of  every  shilling  earned  by  the  children,  the  rest  of  the  earnings  going 
towards  the  children’s  keep.^^ 

Petty  was  one  of  the  earliest  political  economists  to  view  education  as  a  major 
means  of  producing  the  human  capital  wliich  would  in  turn  provide  the  basis  for 
building  economic  power  and  promoting  national  development.  Not  only  should 
literary  workhouses  contribute  to  the  useful  life,  but  advanced  educational  institutions 

G.  H.  Turnbull,  Hartlib,  Dury  and  Comenius.  University  Press  of  Liverpool,  Hodder  &  Stough¬ 
ton,  London,  1947,  pp.  65-66. 
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in  the  form  of  Colleges  for  Tradesmen  should  promote  the  mechanical  arts  and 
manufactures: 

From  this  institution  we  may  clearly  hope  .  ,  .  that  all  trades  will  miracu¬ 
lously  prosper,  and  new  inventions  would  be  more  frequent  than  new  fashions  of 
clothes  and  household-stuff.  Here  would  be  the  best  and  most  effectual  oppor¬ 
tunities  and  means  for  writing  a  History  of  Trades  in  perfection  and  exactness, 
and  what  experiments  and  stuff  would  all  those  shops  and  operations  afford  to 
active  and  philosophical  heads,  out  of  which  to  extract  that  interpretation  of 
nature  whereof  there  is  so  little,  and  that  so  bad  as  yet  extant  in  the  world? 

...  There  would  not  then  be  so  many  fustian  and  unworthy  preachers  in 
divinity,  so  many  pettifoggers  in  the  law,  so  many  quacks  in  physic,  so  many 
gramma ticasters  in  country  schools,  and  so  many  lazy  serving  men  in  gentle¬ 
men  s  houses,  when  every  man  might  learn  to  live  otherwise  in  more  plenty  and 
honor.  For  all  men  desirous  to  take  pains  might  by  this  book  survey  all  the  ways 
of  subsistence,  and  choose  out  of  them  all,  one  that  best  suits  his  own  genius  and 
abilities. 

One  of  the  most  interesting  and  farsighted  schemes,  prepared  for  the  Puritan 
parliamentary  committee  on  education  and  written  by  John  Duty  or  possibly  George 
SneU,  put  stress  on  realistic  method,  common  schools  for  all,  vocational  schools  for 
prospective  craftsmen,  noble  schools  ’  for  those  who  will  engage  in  the  public  service, 
and  university  education  for  prospective  teachers,  all  to  be  supported  and  controlled 
by  Parliament: 

Schools  for  gentlewomen  should  also  be  looked  into  and  reformed  in 
accordance  with  the  advice  of  virtuous  matrons  who  know  what  training  will 
produce  modest,  discreet  and  industrious  housekeepers.  Academies  may  also  be 
set  up  to  train  for  public  employment  the  sons  of  the  chief  gentry  and 
noblemen.  The  monkish  constitutions  and  customs  of  the  Universities  should  be 
reformed,  and  the  “noble”  schools  established  mainly  in  them.  The  fellows  of 
colleges  should  be  set  to  elaborate  such  useful  parts  of  learning  as  are  wanting  in 
the  schools,  but  the  chief  use  of  the  Universities  should  be  to  train  the  teachers 
of  all  sciences  and  thereby  supply  the  schools,  churches  and  public  societies  with 
able  men,  fit  to  teach  others. 

If  these  proposals  or  others  like  them  had  been  effectively  put  into  practice  in 

the  seventeenth  century,  the  industrialization  and  modernization  of  England  might 
have  been  speeded  by  a  century  or  more.  As  it  was,  a  conservative  reaction  began  to 
set  m  even  before  the  Stuart  Restoration  in  1660.  The  modernizing  function  of 
education  was  therefore  not  promoted  by  the  full  force  of  a  national  state  system  of 
public  education  but  was  left  largely  to  private  and  individual  efforts  for  nearly  200 
years.  Even  so,  the  momentum  generated  by  realist  educators,  some  of  whom  had 

30F303.'“  Knopf,  New  York,  1970,  pp. 
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Strong  religious  as  well  as  political  motivations,  helped  England  to  become  the  onlv 
industrially  modernizing  nation  before  the  end  of  the  eighteenth  century. 


C.  THE  INTERPLAY  OF  TRADITION  AND  MODERNITY 

To  say  that  Western  education  was  fundamentally  transformed  between  1400  and 
1700  would  probably  be  to  put  the  matter  too  strongly,  for  the  traditionalizins 
elements  continued  to  play  a  predominant  role.  But  it  is  fair  to  say  that  some  of  the 
schools  and  universities  of  1700  had  a  much  different  look  to  them  when  compared 
with  the  dominant  tone  and  character  of  the  educational  institutions  of  1400.  The 
medieval  aura  had  been  greatly  modified  by  the  classical  Graeco-Roman  cast  of 
Renaissance  humanism;  the  dialectic  of  scholasticism  had  been  muted  by  the  shrill 
rhetoric  of  religious  sectarianism;  and  the  first  signs  of  realistic  practicality  were 
beginning  to  broaden  educational  sights,  widening  their  upper-class  literary  bent  to 
include  the  grubbier  tasks  of  commercial,  scientific,  and  practical  arts. 

We  have  been  using  the  term  early  modern  to  refer  to  this  period  between  the 
high  Middle  Ages  and  the  burst  of  modernity  that  accompanied  the  Enlightenment  to 
follow.  Perhaps  the  term  protomodern  would  be  better.  We  can  see  some  signs  of  the 
national  control  and  orientation  of  education,  the  urban-centrism  of  educational 
effort,  the  opening  up  of  educational  opportunity  to  wider  elements  of  the  popula¬ 
tion,  and  the  beginning  of  the  spread  of  Western  education  to  the  far  reaches  of  the 
world.  All  of  these  trends  foreshadowed  the  bolder  shape  of  things  that  were  to  come 
with  the  full  onset  of  modernity.  But  to  the  end  of  the  seventeenth  century  they  were 
still  largely  foreshadowings,  not  the  bright  glare  of  the  real  thing. 

Perhaps  the  best  way  to  put  the  net  effect  of  this  period  in  the  history  of 
education  is  to  say  that  it  was  producing  the  great  tradition  in  Western  education  at 
the  same  time  that  it  was  creating  the  conditions  that  were  eventually  to  undermine 
that  tradition.  On  one  hand,  the  coalescence  of  the  humanist  and  the  religious 
components  that  came  to  dominate  secondary  and  higher  education,  bulwarked  by  the 
strong  support  of  the  ruling  groups  in  the  national  states  and  urban  centers,  served  to 
fix  the  classical  humanities  firmly  at  the  top  of  the  educational  hierarchy  of  values.  On 
the  other  hand,  the  stirring  of  popular  feelings  and  aspirations  attendant  upon  the  rise 
of  vernacular  languages,  of  economic  and  political  participation,  and  glimpses,  though 
still  faintly  seen,  of  a  possible  better  life  on  this  earth  through  the  spread  of  scientific 
knowledge,  tended  to  undermine  the  statuesque  image  of  the  classical  tradition. 

These  traditionalizing  and  modernizing  elements  in  the  Western  education  of  this 
period  did  not  follow  one  another  in  a  straight  line  from  traditional  to  modern.  The 
early  phases  of  humanist  thought  might  have  led  to  more  radical  reform  and  earlier 
transformation  of  society  if  their  educational  practice  had  lived  up  to  their  goals  of 
civic  activism  and  freedom;  and  realistic  education  might  have  contributed  more 
directly  to  economic  development  if  it  could  have  been  applied  more  rigorously,  say, 
by  the  English  revolutionaries.  But  by  1700  humanism  had  reverted  to  pedagogical 
sterility,  and  the  Stuart  restoration  had  returned  England  to  conservative  policies  that 
played  down  an  education  in  the  practical  arts.  So  the  promise  of  modernity  visualized 
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by  early  humanism  and  realism  alike  was  being  throttled  at  the  close  of  the  period  by 
the  victories  of  a  more  stodgy  and  pedantic  humanism  surrounded  by  religious 
orthodoxy.  Reassertion  of  traditi Dualizing  forces  delayed  the  onset  of  an  irreversible 
modernization  until  the  eighteenth  and  nineteenth  centuries.  Our  present  period  of 
educational  development  was  thus  protomodern,  not  fully  modern. 

In  the  terms  we  have  been  using  to  describe  the  educational  system  of  earlier 
civilizations  we  may  say  that  1400  to  1700  was  the  florescent  period  of  the  Great 
Tradition  in  Western  education,  but  at  the  same  time  it  was  the  formative  period  of 
the  modernizing  mood  in  Western  education.  (See  Figure  5.1.  or  p.  156.)  Our  task  or 
interpretation  now  becomes  more  complex  than  ever.  For  the  first  time,  we  not  only 
need  to  try  to  indicate  the  general  movement  of  Western  education  from  formation  to 
florescence  to  dispersion,  but  we  also  need  to  sort  out  those  aspects  of  educational 
enterprise  which  served  to  maintain  a  basically  traditional  stance  as  well  as  those 
modernizing  trends  which  were  leading  to  fundamental  change  and  innovation. 

The  ambivalence  and  interplay  of  the  traditional  and  the  potentially  modem 
were  present  in  profusion  as  the  outlines  of  the  European  national  systems  of 
education  began  to  take  shape.  The  traditional  class  system  of  society  meant  that  the 
upper  classes  would  have  the  largest  share  of,  if  not  the  complete  monopoly  on, 
educational  opportunity.  The  principal  effort  of  humanists  was  to  reform  the  content 
and  orientation  of  an  aristocratic  education,  not  to  develop  a  popular  education  for 
the  vast  majority.  On  the  other  hand,  much  of  the  effort  of  the  Protestant  reformers 
was  devoted  to  providing  wider  opportunities  for  education  among  the  lower  classes, 
an  effort  based  on  the  need  for  common  men  to  be  literate  enough  to  read  the  Bible 
for  themselves.  But  because  an  aristocratic  class  structure  was  so  deeply  ingrained  in  all 
the  countries  of  Europe,  what  was  more  natural  than  to  arrive  at  a  solution  which 
would  give  more  education  to  the  lower  classes  by  making  a  sharp  distinction  between 
the  kind  of  education  that  should  be  made  available  to  the  two  classes? 

The  result  was  a  two-track  system  of  education:  a  vernacular  elementary  educa¬ 
tion  tor  the  lower  classes,  and  a  humanistic  secondary  education  for  the  upper  classes, 
both  heavily  religious  in  orientation.  Up  to  1700  the  two-track  system  was  thus 
basically  traditional  in  holding  to  an  aristocratic  framework  rather  than  developing  a 
democratic  social  structure  in  education,  but  as  it  expanded  during  the  eighteenth  and 
nineteenth  centuries,  it  became  more  universal  in  extent  and  moved  toward  the  mass 
educational  systems  of  modernity.  The  cultural  nationalism  which  became  so  charac¬ 
teristic  ot  modem  civilization  had  its  first  great  foreshadowing  in  the  sixtenth  century; 
thereafter  it  was  progressively  heightened  by  the  expanding  vernacular  school  systems 
of  the  European  nation-states. 

The  demand  for  common  schools  for  the  masses  of  the  people  met  with  little 
response  from  the  upper  classes;  some  of  the  Protestant  reformers  occasionally  seemed 
lukewarm.  At  times  both  Luther  and  Calvin  seemed  to  be  more  interested  in  a  classical 
secondary  education  than  they  were  in  vernacular  education,  despite  their  appeals  for 
the  latter  type  of  school.  Anglican  leaders  in  England  and  Catholic  leaders  in  France 
were  generally  more  willing  to  expand  and  reform  secondary  education  than  they  were 
to  provide  common  education  for  the  lower  classes.  Even  where  great  strides  were 
made  toward  providing  a  widespread  education  in  which  almost  everyone  was  given 
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some  schooling,  the  lower  classes  were  channeled  into  an  inferior  educational  system 
that  could  not  lead  to  higher  education  or  to  a  higher  status  in  society.  Achievement 
of  a  democratic  education  in  wliich  everyone  is  looked  upon  as  equally  entitled  to  the 
kind  of  education  which  would  best  develop  his  talents  was  only  occasionally  contem¬ 
plated,  even  on  paper.  State  control  of  schools  to  provide  a  two-track  system  of 
universal  education  became  a  typical  European  product,  but  state  control  of  schools  to 
provide  democratic  as  well  as  universal  education  was  not  strenuously  attempted  until 
the  United  States  did  so  in  the  nineteenth  century. 

Another  ambivalence  between  traditional  and  modern  forms  of  education  re¬ 
flected  itself  in  the  conjoining  of  the  religious  and  the  secular  in  the  Western  education 
of  this  period.  The  aims  of  education  were  widened  to  include  the  modernizing  secular 
side  of  life  along  with  the  traditionalizing  religious  side.  Economic  and  political 
reformers  called  for  vocational  education  and  the  teaching  of  trades  to  poor  children 
Middle  classes  tried  to  broaden  the  scope  of  vernacular  and  technical  education  so  that 
it  would  meet  their  commercial  needs  more  adequately.  The  upper  classes  were 
impelled  to  establish  new  courtly  academies  that  would  meet  their  desires  for  militaiy' 
and  social  accomplishments.  Realist  reformers  argued  for  a  wider  curriculum  that 
would  include  the  sciences  and  practical  mathematics.  In  all  these  ways  the  secular 
ingredients  were  mixed  in  with  the  religious.  To  the  extent  that  the  secular  studies 
expanded,  Western  education  took  on  a  modern  character. 

We  turn  now  to  describe  something  of  the  institutional  arrangements  for  the 
conduct  of  education  as  they  arose  in  the  protomodern  period  of  Western  European 
education.  A  striking  thing  is  that  even  though  the  consolidation  of  national  states  was 
the  prominent  political  feature  of  the  time  there  was  constant  interplay,  borrowing, 
emulating,  and  propagandizing  concerning  education  among  nations.  This  process  of 
transfusion  transferred  the  lifeblood  of  educational  ideas  and  practices  from  one 
country  to  another  and  from  one  institution  to  another.  The  three  R's  of  Renaissance 
humanism,  Reformation  religion,  and  Realistic  studies  tended  to  produce  something 
like  a  common  corpus  of  Western  education  that  extended  across  national  boundaries, 
especially  at  the  secondary  and  university  levels.  Even  the  three  R’s  of  reading,  writing, 
and  arithmetic  at  the  elementary  school  level  showed  international  likenesses  despite 
the  variety  of  national  languages  in  which  they  began  to  be  taught. 

We  are  so  accustomed  to  pointing  out  national  differences  for  comparison  and 
contrast  that  it  is  well  to  be  alert  to  the  other  side  of  the  coin,  the  common  and  the 
supranational  characteristics  that  helped  to  define  the  rise  of  a  distinctive  Western 
education.  Not  only  did  the  new  nations  of  Europe  engage  in  three  centuries  of 
educational  transfusions  among  themselves,  but  before  the  protomodern  period  was 
over  they  were  transplanting  major  elements  of  their  educational  systems  to  their  new 
outposts  in  America,  in  Asia,  and  in  Africa.  The  process  of  Westernizing  large  parts  of 
the  world  which  was  eventually  to  be  so  fateful  for  all  mankind  was  now  beginning, 
and  though  education  was  overshadowed  at  first  by  the  national  rivalries  in  war, 
commerce,  and  religion,  it  played  a  fundamental  role  from  the  outset,  especially  as  the 
handmaiden  of  religion. 


CHAPTER  VII 


THE  DISPERSION 
OF  LATIN-CATHOLIC 
EDUCATION 

(1400  A.D.-1700  A.D.) 


A.  EDUCATION  IN  LATIN  EUROPE 


Italy 

The  most  effective  translators  of  humanist  theory  into  pedagogical  practice  were 
Vittorino  da  Feltre  who  established  a  school  in  Mantua  and  Guarino  da  Verona  who 
established  a  school  at  Ferrara.  Vittorino ’s  effort  was  far  more  liberal  than  that  of 
Guarino  who  stressed  classical  scholarship  to  the  virtual  neglect  of  science  and 
mathematics.  Called  in  by  the  Duke  of  Mantua  to  establish  a  school  for  his  children, 
Vittorino  set  out  to  create  a  school  according  to  the  ideas  of  Cicero  and  Quintilian  as 
he  interpreted  them.  He  accepted  in  his  school  not  only  the  children  of  the  nobility 
but  a  few  lower-class  boys  as  well.  The  aims  of  the  school  were  couched  in  terms  of 
the  Roman  ideal:  a  wellborn  youth  with  a  broad  background  of  knowledge,  the 
manners  and  social  graces  suitable  to  the  ruling  classes,  and  loyalty  to  basic  Christian 
principles.  The  chief  means  to  this  end  were  the  study  of  the  classics  and  mathematics. 

Vittorino’s  course  of  study  included  all  the  seven  liberal  arts  except  logic.  This 
omission  represented  the  humanist’s  distaste  for  medieval  scholasticism.  Instead,  major 
attention  was  given  to  the  study  of  Latin  and  Greek  grammar,  to  declamation, 
composition,  and  the  elegances  of  style  to  be  achieved  through  rhetoric.  Much  stress 
was  put  upon  imitating  and  memorizing  long  passages  from  Cicero,  Vergil,  Ovid, 
Horace,  Homer,  and  Demosthenes  as  well  as  other  standard  Latin  and  Greek  authors. 
Arithmetic,  geometry,  astronomy,  and  a  little  music  were  also  studied. 

The  significant  thing  is  that  the  basic  medieval  liberal  arts  continued  to  be 
taught,  with  the  reinterpretation  given  to  them  by  the  humanist  emphasis  upon 
classical  literature.  This  could  mean  a  revitalizing  and  stimulating  experience  for  those 
fifteenth-century  youths  who  caught  the  civic  enthusiasms  of  the  early  humanist 
educators.  Vittorino  even  went  beyond  the  literary  arts  to  try  to  recapture  the  Greek 
ideal  of  well-rounded  development  by  making  use  of  physical  training:  games,  sports, 
athletic  contests,  and  exercise.  This  whole  experience  was  doubtless  refreshing  and 
exhilarating  to  many  students  in  comparison  with  what  was  to  be  found  in  the  private 
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or  church  schools  of  the  day.  The  fact  is,  however,  that  by  the  end  of  the  sixteenth 
century  the  humanists'  supreme  interest  in  style  and  composition  had  come^t 
overshadow  the  classical  ideal  of  full  personal  development.  It  was  not  lono  befor° 
slavish  attention  to  grammar  and  rhetoric  led  to  the  charges  of  Ciceronianism  from 
which  humanist  schools  never  completely  recovered.  By  1600  the  educational  revival 
of  the  humanists  had  fallen  from  Cicero  s  vision  of  broad  and  vital  preparation  for  the 
public  service  to  a  slavish  imitation  of  Cicero’s  style. 

It  was  one  of  the  great  ironies  of  tire  history  of  education  that  Ciceronianism 
became  a  term  of  reproach.  It  took  the  humanists  about  a  century  (the  fifteenth)  to 
replace  medievalism  in  the  schools  of  Italy.  Then,  by  the  end  of  another  century  (the 
sixteenth)  the  vitalizing  verve  of  the  humanist  revival  had  ended.  The  civic  humanism 
had  given  way  to  literary  humanism,  much  as  the  florescent  Hellenic  education  of  the 
active  polls  had  given  way  to  the  Hellenistic  education  of  literary  paideia. 

Yet  the  classical  curriculum  in  the  hands  of  well  organized  and  dedicated 
teachers  was  extraordinarily  influential.  The  most  effective  secondary  schools  of  the 
Latin  countries  in  the  sixteenth  and  seventeenth  centuries  were  the  colleges  of  the 
Jesuits  (college  in  French,  colegio  in  Spanish).  They  began  by  teaching  lay  youth  in 
the  major  Italian  cities  and  became  so  popular  that  by  mid-sixteenth  century  there 
were  over  150  schools  operating  in  Catholic  countries  and  requests  were  in  for  60 
more.  These  schools  were  often  well  equipped  physically,  and  characteristic  Jesuit 
thoroughness  led  to  the  systematizing  and  standardizing  of  the  curriculum  into  what 
was  called  the  ratio  studiorum. 

The  Jesuit  college  consisted  of  a  five-  to  eight-year  course,  taking  a  boy  to 
eighteen  years  of  age  and  concentrating  on  Latin,  Greek,  religion,  and  religious  history. 
The  Latin  authors  most  commonly  read  were  Cicero,  Ovid,  'Vergil,  Catullus,  and 
Horace;  Greek  authors  were  Chrysostom,  Aesop,  Isocrates,  Basil,  Plato,  Aristotle, 
Plutarch,  Demosthenes,  Thucydides,  Homer,  Hesiod,  and  Pindar.  The  religious  writings 
of  the  church  Fathers  were  mingled  with  secular  prose,  poetry,  rhetoric,  and  philos¬ 
ophy  (the  latter  carefully  selected  for  moral  and  religious  purposes  so  as  not  to 
conflict  with  Cathohc  doctrine). 

Beyond  this  standard  course  the  Jesuits  instituted  a  three-year  course  in  which 
more  classical  grammar  and  literature  were  studied  as  well  as  rhetoric,  logic,  mathe¬ 
matics,  ethics,  metaphysics,  and  natural  philosophy.  During  the  last  year  of  the 
philosophy  course,  instruction  was  given  in  the  theory  and  practice  of  teaching.  The 
Fathers  of  the  Oratory  also  developed  successful  secondary  schools,  deviating  from  the 
Jesuit  schools  somewhat  in  their  attempt  to  incorporate  some  of  Descartes’  philos¬ 
ophy,  science,  and  mathematics  and  utilizing  the  vernacular  to  a  greater  extent. 

The  teaching  orders  of  the  Catholic  church  also  developed  vernacular  schools, 
prhaps  in  response  to  the  Protestant  efforts  in  this  area.  The  Port  Royalists  and  the 
nstitute  of  the  Brothers  of  the  Christian  Schools  taught  in  French,  as  did  several  of 
the  women’s  teaching  orders.  Even  the  Fathers  of  the  Oratory,  who  were  interested 
primarily  in  secondary  education,  developed  a  good  deal  of  teaching  for  the  early 
school  years  in  the  vernacular. 

During  the  early  Renaissance  the  freest  of  European  universities  were  in  Italy. 
The  University  of  Padua,  under  the  protection  of  the  free  city  of  Venice,  had  become 
t  e  great  scientific  university,  particularly  in  mathematics,  medicine,  and  anatomy. 
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Copernicus,  Vesalius,  and  others  did  outstanding  work  there  as  students  and  profes¬ 
sors.  However,  the  growing  rigor  of  censorship  instituted  by  the  Catholic  Counter- 
Reformation  in  the  later  sixteenth  and  seventeenth  centuries  served  to  reduce  the 
Italian  universities  to  impotence.  Much  the  same  sort  of  thing  happened  in  Spain, 
where  the  universities  had  prospered  under  Charles  V  and  Philip  II.  The  University  of 
Salamanca,  for  example,  in  1561  provided  that  the  books  of  Copernicus  be  taught  in 
astronomy  and  those  of  Vesalius  in  anatomy,  the  first  such  provision  in  any  European 
university.  But,  again,  the  decline  of  Spain  as  a  first-rate  power  in  the  seventeenth 
century  and  the  force  of  the  Spanish  Inquisition  brought  about  a  corresponding 
decline  in  Spanish  universities.  “ 

France 

Although  France  had  been  the  cultural  leader  of  the  high  Middle  Ages  and  Italy  had 
lagged  behind,  their  roles  were  reversed  in  the  fourteenth  and  fifteenth  centuries  as  the 
city-states  of  Italy  fostered  the  flowering  of  the  Renaissance.  By  the  end  of  the 
fiiteenth  century,  however,  the  major  thrust  of  creativity  was  weakening  in  Italy  and 
new  centers  were  forming  in  Northern  Europe,  first  in  the  Low  Countries  and 
Germany,  then  in  France.  The  key  scholar  in  the  humanist  reform  in  France  was 
Guillaume  Bude  whose  career  virtually  spanned  the  first  half  of  the  sixteenth  century. 
The  key  French  rulers  were  Charles  VIII,  whose  invasion  of  Italy  in  1494  opened  the 
floodgates  for  the  Italian  Renaissance  to  invade  France,  and  Francis  I  who,  failing  in 
his  attempt  to  reform  the  University  of  Paris,  established  with  the  aid  of  Bude  the 
College  de  France  in  1530  to  embrace  special  royal  readerships  in  Greek  and 
Latin  as  well  as  humanist  studies  in  Hebrew,  French,  law,  philosophy,  mathematics, 
and  medicine. 

From  then  on,  French  humanism  could  match  the  scholarship  of  Guarino  in 
Italy  or  Erasmus  in  Germany.  It  also  shared  the  same  enthusiasm  for  detailed  textual 
criticism  linked  with  pietas  litterata.  Outstanding  in  his  influence  upon  practical 
educators,  even  above  that  of  Erasmus  and  Sturm,  was  Mathurin  Cordier.  His  texts  on 
Latin  grammar,  composition,  and  phrase-making  helped  to  put  into  practice  in  schools 
the  detailed  and  imitative  methods  for  teaching  correct  Latin  style  that  had  been 
preached  so  eloquently  by  humanist  scholars  like  Bruni,  Vergerius,  Melancthon,  and 
Erasmus.  “It  is  Cordier  whom  we  must  see  as  the  real  representative  of  the  Humanism 
that  eventually  won  itself  a  place  in  the  educational  system  of  Europe.”’ 

This  process,  whereby  the  liberalizing  goals  of  the  original  humanism  were 
transformed  into  an  all-absorbing  pedagogical  devotion  to  training  in  Latin  style,  is 
particularly  evident  in  France  during  this  period.  At  the  outset,  the  courts  had  led  the 
way  in  the  acceptance  of  humanism,  whereas  the  church  and  the  universities  had  given 
little  but  opposition.  The  University  of  Paris  kept  aloof  from  the  movement,  which  it 
rightly  considered  as  a  reform  that  would  threaten  its  scholastic  interests  in  theology, 
Aristotehan  philosophy,  and  canon  law.  Humanism  did  gain  entrance  into  some  of  the 
higher  schools,  however,  in  the  case  of  the  College  de  France  and  in  such  institutions 
as  those  set  up  by  municipal  governments  at  Bordeaux,  Lyons,  Orleans,  Reims,  and 
Montpellier. 

'  R.  R.  Bolgar,  The  Classical  Heritage  and  Its  Beneficiaries  from  the  Carolingian  Age  to  the  End  of 
the  Renaissance,  Harper  Torchbooks,  New  York,  1964,  p,  356. 
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Perhaps  more  important  than  the  change  from  medieval  to  humanist  content  in 
subject  matter  was  the  rise  of  a  new  institutional  form  of  education  which  was 
eventually  to  spread  its  influence  wherever  French  culture  was  disseminated  around 
the  world.  This  new  institution  which  took  its  form  in  the  sixteenth  and  seventeenth 
centuries  was  the  college.'^  It  signalled  a  basic  shift  from  the  greater  freedom  of 
medieval  education  to  the  greater  supervised  discipline  of  the  early  modern  period,  a 
shift  which  paralleled  a  basic  change  in  the  attitude  toward  children.  This  is  the  main 
theme  of  Philippe  Aries  who  describes  at  length  the  way  the  medieval  view  of  the  child 
as  a  small  adult  was  replaced  by  the  view  that  the  child  must  be  treated  differently 
from  adults,  either  as  weaker  and  thus  needing  severe  discipline,  or  as  purer  and  thus 
needing  greater  freedom.  The  college  reflected  the  view  that  the  child  needed  greater 
discipline  and  supervision. 

It  may  be  remembered  that  the  original  colleges,  in  the  thirteenth  and  four¬ 
teenth  centuries,  were  simply  hostels  or  lodging  houses  for  poor  boys  who  were 
granted  scholarships  to  support  them  while  they  attended  the  schools  of  the  cathedrals 
and  universities.  The  medieval  college  was  thus  a  small,  largely  self-governing,  com¬ 
munal  hall  of  residence,  giving  no  instruction.  Gradually,  in  the  course  of  the  fifteenth 
and  sixteenth  centuries,  the  burden  of  instruction  began  to  shift  from  the  lecture  halls 
of  the  cathedral  schools  to  the  colleges.  This  transfer  was  signallized  in  the  1452 
regulations  at  the  University  of  Paris,  the  last  reform  to  be  undertaken  by  the  papal 
legate.  This  meant  that  greater  discipline  and  control  were  to  be  exerted  over  the 
intellectual  and  educational  lives  of  students  as  well  as  over  their  conduct.  Greater 
stress  was  put  upon  learning  of  the  rudiments  of  Latin  grammar,  to  which  were  added 
logic  and  natural  philosophy;  and  greater  authority  was  given  to  the  masters  over  the 
social  life  of  students. 

From  the  end  of  the  fifteenth  century  on,  the  colleges  began  to  accept  a  wider 
spectrum  of  students,  no  longer  confined  to  prospective  clerics.  While  the  boarding 
school  element  did  not  disappear,  the  colleges  became  large  day  schools  in  which 
eventually  the  course  was  regularized  and  graded  according  to  difficulty;  the  subjects 
were  taught  in  sequence  rather  than  simultaneously  as  in  the  Middle  Ages;  the  students 
were  classified  and  separated  according  to  age,  not  mixed  in  together  as  in  the  Middle 
Ages;  and  the  curriculum  was  shortened  to  a  course  of  six  or  seven  years  aimed  at  boys 
from  the  ages  of  eight  or  nine  to  fifteen. 

It  was  in  the  midst  of  this  transforming  process  that  the  Jesuits,  founded  in 
1534,  began  to  apply  their  remarkable  organizing  as  well  as  teaching  talents.  During 
the  last  half  of  the  sixteenth  century,  the  Jesuits  began  to  establish  their  colleges  in  ail 
parts  of  the  Latin  countries  of  Europe.  They  became  extremely  successful,  as  we  have 
noted,  largely  because  of  the  orderly  and  strict  rules  of  study  and  ot  discipline 
reflected  in  their  ratio  studiorum.  They  began  to  appeal  to  upper  class,  middle  class, 
and  even  lower  class  families.  Their  success  in  Latin  countries  helped  to  stave  off  the 
growth  of  state  or  public  schools  which  sprang  up  in  Lutheran  and  Calvinist  bonds. 

It  was  to  meet  the  competition  of  the  Jesuit  colleges  that  the  University  of  Paris 
once  more  underwent  reform.  This  time  the  reform,  let  it  be  noted,  was  not  under¬ 
taken  by  the  papal  legate  but  by  King  Henry  IV,  a  sign  of  the  growing  national  control 

^For  an  interesting,  though  somewhat  diffuse,  disscussion  of  this  development,  see  Philippe  Aries 
Centuries  of  Childhood,  A  Social  History  of  Family  Life,  Knopf,  New  York,  1962,  part  11,  chap.  - 
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over  education  that  was  characteristic  of  the  times.  The  goal  of  the  reform  of  1598 
was  to  transform  the  colleges  of  the  university  into  the  Jesuit  Colleges  which  had 
become  so  popular  with  parents,  if  not  with  students,  because  of  the  careful  supervi¬ 
sion  of  students,  insistence  upon  attendance,  the  logical  order  of  studies,  and  the 
examination  system  that  checked  on  attendance.  Henry  IV’s  rules  regulated  minutely 
the  order  of  studies  and  exercises  in  the  faculty  of  arts;  but  the  classical  study  was 
largely  dry  and  formal,  and  the  science  and  mathematics  depended  upon  Aristotle 
while  the  new  science  of  Copernicus  and  Descartes  was  rejected  or  overlooked.  A  new 
and  even  less  fruitful  scholasticism  was  being  handed  down,  having  little  life,  vitality, 
or  connection  with  the  new  cultural  trends  of  the  day. 

As  the  French  college  began  to  take  its  traditional  form  in  the  sixteenth  and 
early  seventeenth  centuries,  a  distinctive  characteristic  was  the  organization  of  the 
students  into  classes,  a  word  picked  up  by  the  humanists  from  Quintilian  and  used 
influentially  by  Erasmus  in  describing  the  reformed  school  of  St.  Paul’s  in  London. 
Since  that  time  class  in  education  has  come  to  imply  one  or  aU  of  the  following 
meanings;  a  place  of  meeting  for  teacher  and  students  (a  classroom),  a  length  of  time 
for  lecture  or  recitation  (a  class  period),  a  subject  to  be  studied  (a  Latin  class),  or  a 
group  of  students  progressing  through  school  together  (the  sophomore  class).  In  all 
these  cases,  the  meaning  centers  on  some  kind  of  orderly  arrangement  for  teaching  and 
leammg,  the  ultimate  in  organized  or  formal  schooling.  In  France  the  college  typically 
was  organized  into  six  to  eight  classes,  numbered  from  the  beginning  sixth  class  to  the 
upper  first  class  which  was  normally  topped  with  the  logic  class  and  the  natural 
philosophy  class. 

In  general,  then,  the  secondary  schools  of  Europe  came  to  be  carefuOy  graded 
and  divided  into  classes,  with  regularly  prescribed  books  to  be  read  in  each  year.  This 
process  of  standardizing  the  curriculum  met  the  need  for  a  discipline  that  sprang  out 
of  the  humanist  desire  for  meticulous  study  of  the  classics  and  the  need  for  regular¬ 
izing  the  conduct  of  education  as  it  expanded,  but  it  has  provided  educational 
reformers  ever  since  with  ammunition  with  which  to  criticize  traditional  methods.  As 
far  as  the  secondary  schools  were  concerned,  the  age-old  struggle  of  rigidity  versus 
flexibility  in  the  curriculum  was  being  won  during  the  early  modern  period  by 
advocates  of  rigidity. 

Thus,  the  emergence  of  the  classical  secondary  school,  which  crystaUized  in  the 
seventeenth  century  as  a  training  ground  for  the  university,  tended  to  thwart  the 
modernizing  role  for  Western  education.  The  upper  track  of  the  two-track  system 
fastened  upon  Western  education  the  classical  humanities  as  the  principal  badge  of 
religious  scholarship,  political  superiority,  and  good  breeding  and  manners.  Gentility 
could  be  won  indeed  by  financial  success  but  even  more  so  by  the  accomplishments 
bestowed  by  a  classical  education,  despite  the  claims  of  educational  reformers  that 
modernization  rested  with  scientific  studies  and  vernacular  education.  Ironically,  the 
humanist  secondary  schools  which  had  held  out  such  great  promise  for  reform  in  the 
florescent  Renaissance  came  to  be  the  most  traditionalizing  of  educational  forces  as 
the  West  struggled  to  move  into  the  modem  world.  Their  hallmarks  were  the  gym¬ 
nasium  in  Germany,  the  lycee  and  college  in  France,  and  the  grammar  school  in 
England. 

The  flexible  character  of  the  wandering  students  of  the  Middle  Ages  gave  way  to 
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order,  discipline,  regular  attendance,  a  prescribed  curriculum,  and  regular  classification 
and  promotion  from  one  grade  to  the  next.  Constant  attempts  were  made  to  make 
students  “toe  the  mark,”  Innumerable  rules  were  passed  to  prevent  fighting,  carrying 
weapons,  lying,  cheating,  drinking,  gambling,  swearing,  card  playing,  dicing,  and  even 
swimming,  skating,  fishing,  and  birdcatching.  Severe  punishments  were  meted  out  in 
the  attempt  to  enforce  discipline.  Part  of  the  necessity  for  discipline  was  doubtless  the 
fact  that  the  secondary  schools,  especially  in  Germany  and  France,  began  to  take  over 
many  of  the  subjects  of  the  traditional  liberal  arts  that  had  formerly  been  taught  in  the 
medieval  university. 

The  effort  to  teach  difficult  classical  studies  to  young  boys,  who  began  the 
course  anywhere  from  the  age  of  seven  to  ten  and  finished  at  from  fourteen  to 
seventeen  years  of  age,  must  certainly  have  taxed  the  ingenuity  of  the  masters  in 
matters  of  discipline.  They  therefore  reacted  by  relying  upon  constant  surveillance  and 
supervision,  rewards  for  the  informer,  and  increasingly  brutal  and  humiliating  corporal 
punishment.  These  school  tactics  were  among  the  reasons  why  the  attitude  toward 
children  began  to  change  with  the  Enlightenment  toward  a  more  humane  and  liberal 
view  of  the  nature  of  children.  Children  could  simply  not  be  so  bad  as  to  deserve  the 
excessively  severe  punishment  meted  out  to  them. 

In  the  predominantly  Latin  countries  the  teaching  orders  of  the  Catholic  church 
maintained  a  firm  hold  on  the  control  of  education  in  contrast  to  the  Protestant  and 
civil  control  in  the  countries  of  Northern  Europe.  It  is  true  that  in  the  seventeenth 
century  the  French  Estates-General  clearly  called  upon  the  church  to  establish  schools 
in  all  towns  and  villages  and  to  institute  compulsory  education.  France, however, had 
followed  the  line  of  allowing  the  church  to  conduct  schools  without  much  civil 
control.  In  the  wars  between  Catholics  and  Huguenots  it  was,  among  other  things,  the 
zeal  of  the  Huguenots  to  establish  schools  and  colleges  along  Calvinist  models  that 
aroused  the  ire  of  the  Catholics.  After  the  Edict  of  Nantes  in  1598  one  of  the  civil 
liberties  that  the  Huguenots  gained  was  the  right  to  conduct  their  own  schools  and 
universities  in  their  free  cities  and  towns. 

After  Louis  XIV  came  into  power,  however,  education  was  largely  turned  over 
to  the  Catholic  church  while  civil  control  was  exerted  primarily  over  universities  in  a 
series  of  edicts  about  what  university  professors  could  and  could  not  teach.  Louis  XIV 
required  universities  to  teach  the  French  civil  law  as  well  as  canon  law,  and  several 
edicts  were  issued  to  prevent  instruction  on  the  works  of  Descartes  and  other 
modernists.  The  French  universities  thus  tended  to  decline  into  impotency  under  the 
oppression  of  religious  fanaticism  and  state  absolutism.  The  Huguenots  had  established 
eight  or  nine  higher  institutions  during  the  period  of  toleration,  but  they  were 
effectively  wiped  out  when  the  Edict  of  Nantes  was  revoked  by  Louis  XIV  in  1685 
and  the  Huguenots  were  driven  under  cover  or  into  exile. 

At  the  lower  levels  of  education,  however,  the  stimulus  of  the  Counter-Reforma¬ 
tion  decrees  of  the  Council  of  Trent  bore  fruit  in  the  establishment  of  many  schools 
by  church  teaching  orders  in  the  Catholic  countries.  Among  the  most  energetic 
bishoprics  was  the  diocese  of  Paris,  where  schools  were  organized  for  the  poor  and 
laboring  classes  and  where  by  1675  some  5,000  pupils  were  being  taught  by  300 
teachers.  The  Jesuit  secondary  schools  were  doubtless  the  most  numerous  and  influ- 
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ential  of  those  established  by  the  church  orders.  Their  efficient  system  resulted  in 
several  hundred  institutions,  attended  by  some  200,000  students,  toward  the  end  of 
the  seventeenth  century.  The  Fathers  of  the  Oratory  became  another  very  influential 
teaching  order  in  Italy  and  France,  concentrating  primarily  on  secondary  education 
and  going  further  than  most  teaching  orders  in  using  the  vernacular  language  for  some 
of  their  courses  and  adopting  realistic  studies  in  mathematics,  mechanics,  and  geo¬ 
graphy. 

Before  the  end  of  the  Counter-Reformation  some  ten  or  twelve  church  orders 
were  also  at  work  in  elementary  education,  the  most  important  of  which  were  the 
Ursulines,  Sisters  of  Notre  Dame,  Piarists,  Port  Royalists,  and  Institute  of  the  Brothers 
of  the  Christian  Schools.  The  purpose  in  founding  many  of  these  was  to  provide  free 
schools  for  poor  children  of  the  working  classes,  in  many  cases  for  girls  as  well  as  for 
boys.  The  number  and  success  of  the  schools  of  these  orders  should  caution  against  the 
belief  that  the  Protestants  alone  were  interested  in  elementary  education  for  the 
masses. 

It  should  be  noted,  however,  that  almost  until  the  mid-seventeenth  century 
nearly  all  schools  in  France  were  Latin  schools.  By  and  large  the  French  did  not  begin 
to  teach  in  French  until  Jean  Baptiste  de  la  Salle  began  to  organize  vernacular 
elementary  schools  under  the  auspices  of  the  Institute  of  the  Brothers  of  the  Christian 
Schools.  The  Jansenists  had  used  French  in  their  Port  Royal  schools,  but  their 
influence  was  not  widespread.  Indeed,  the  French  did  not  even  have  a  term  for  an 
elementary  school  until  the  seventeenth  century.  In  this  respect  the  Protestant  nations 
forged  ahead  of  the  Latin  countries  in  providing  vernacular  education. 

As  a  result  of  Reformation  rivalries  both  Protestants  and  Catholics  began  to 
stress  the  training  of  teachers  to  insure  orthodoxy  and  to  make  the  schools  more 
effective  agencies  of  religious  proselytizing.  The  Catholic  teaching  orders  which  set  up 
teacher-training  programs  to  ensure  the  better  preparation  of  teachers  included  the 
Jesuits,  Fathers  of  the  Oratory,  Port  Royalists,  and  Institute  of  the  Brothers  of  the 
Christian  Schools.  The  work  of  La  Salle  and  his  institute  was  of  particular  significance 
in  transforming  teaching  in  the  lower  schools  from  a  haphazard  occupation  to  a 
vocation  worthy  to  be  called  a  profession.  Whereas  elementary  teachers  had  typically 
received  little  or  no  specialized  preparation,  the  institute’s  normal  schools  gave 
theoretical,  religious,  and  practical  training  to  lay  persons  who  were  not  destined  for 
the  priesthood  but  who  were  to  make  a  profession  of  teaching  itself.  In  addition  to 
religion,  prospective  teachers  gave  attention  to  the  three  R’s  and  practical  and 
vocational  training  as  basic  ingredients  for  the  teaching  of  young  children  and  juvenile 
delinquents. 

In  addition  to  the  use  of  the  vernacular  language  rather  than  Latin  as  the 
medium  of  instruction,  the  institute’s  humane  methods  of  teaching  created  an  orderly 
and  effective  school  atmosphere  in  which  children  were  taught  in  graded  classes  rather 
than  exclusively  by  individualized  instruction.  Special  attention  was  given  to  a  secon¬ 
dary  school  program  of  modern  subjects  to  meet  the  needs  of  the  new  middle  classes 
and  continuation  schools  on  Sundays  for  those  who  worked  throughout  the  other  days 
of  the  week.  In  these  ways  La  Salle’s  institute  was  performing  modernizing  functions 
within  the  overwhelmingly  traditional  Catholic  outlook. 
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B.  THE  LATINIZING  MISSIONS  IN  THE 
OLD  WORLD  AND  NEW 

One  of  the  most  significant  educational  residues  of  the  protomodern  period  was  the 
transplantation  of  Western  education  to  the  far  corners  of  the  Old  World  and  the  New 
World.  The  European  nations  that  led  in  the  Western  exploration  of  the  vast  ocean  seas 
also  led  in  the  transfer  of  their  particular  forms  of  Western  education.  So  it  was  that 
the  stream  of  education  spread  by  Catholic  missionary  teaching  orders  with  the  aid  ot 
the  Portuguese  and  Spanish  crowns  was  the  first  form  of  Western  education  to  spread 
around  the  world.  A  curious  historical  by-product  was  that  even  though  these  coun¬ 
tries  by  1700  had  lost  their  political  hegemony  in  Europe  to  France  and  their 
commercial  leadership  overseas  to  the  Dutch  and  the  English,  their  educational 
implantations  in  the  New  World  meant  that  most  of  Middle  and  South  America  was  to 
become  indelibly  Latin  and  Catholic,  wliile  most  of  North  America  was  to  become 
largely  ‘Anglo’'  and  Protestant.  These  fragments  of  Western  civilization  as  they  were 
spun  off  from  Europe  to  the  New  World  in  the  sixteenth  and  seventeenth  centuries 
were  to  have  a  profound  effect  not  only  upon  the  future  of  those  parts  but  of  the 
entire  world  itself.^ 

Another  important  aspect  of  the  transplantation  of  Western  education  around 
the  world  is  that  while  the  Latin  and  Catholic  educational  missions  in  Asia  and  the 
Pacific  had  almost  no  competition  from  the  Protestant  north  of  Europe  during  the 
sixteenth  and  seventeenth  centuries,  the  closing  of  much  of  East  Asia  to  the  West  for 
200  years  meant  that  when  the  East  was  again  reopened  to  Europe  in  the  nineteentli 
century  it  was  the  more  modernized  nations  of  North  Europe  that  transferred  their 
forms  of  Western  education  to  Asia  and  Africa.  This  too  had  fateful  consequences  foi 
those  parts  of  the  world  as  well  as  for  the  whole  world  itself. 

The  Portuguese  Thrust  to  the  East 

Located  at  the  strategic  westernmost  point  of  Europe  and  the  gate  to  and  from  the 
Mediterranean,  Portugal  first  led  in  the  tentative  European  explorations  of  the  West 
Coast  of  Africa  as  early  as  the  thirteenth  and  fourteenth  centuries  and  then  under  the 
stimulus  of  Prince  Henry  the  Navigator  stepped  up  their  outward  thrusts  to  the  South 
and  East  throughout  the  fifteenth  century.  Their  efforts  were  crowned  during  the  final 
decade  of  the  fifteenth  century  by  the  voyages  of  Bartholomeu  Dias  who  rounded  tiie 
Cape  of  Good  Hope  and  sailed  up  the  east  coast  of  Africa  (1488),  of  Vasco  da  Gama 
who  made  it  all  the  way  to  the  Malabar  Coast  of  India  (1498),  and  of  Pedro  Cabral 
who  touched  on  the  shores  of  Brazil  on  his  way  to  India  (1501 ).  Meanwliile,  Columbus 
was  making  his  voyages  to  the  West  for  Spain  in  the  1490s,  followed  by  Amerigo 
Vespucci,  and  by  the  circumnavigations  of  the  globe  in  the  westward  direction  by 
Magellan’s  fleet  (15194522). 

After  Columbus’  first  voyage  in  1492  made  it  clear  that  the  Spanish  and 
Portuguese  rivalry  was  on  in  full  cry,  a  hne  of  demarcation  in  the  Western  Atlantic 
Ocean  was  established  by  Pope  Alexander  VI  in  1493,  a  line  which  in  effect  divided  up 
the  entire  non-European  world  between  Portugal  and  Spain.  Confirmed  and  moved 

^For  a  fascinating  theory  of  the  role  of  cultural  fragments  in  tradition  and  change,  see  Louis  Hartz 
(ed.)  The  Founding  of  New  Societies;  Studies  in  the  History  of  the  United  States,  Latin  America, 
South  Africa,  Canada,  and  Australia,  Harcourt  Brace  &  World,  New  York,  1964 
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Still  further  west  by  the  Treaty  of  Tordesillas  (1494)  between  Portugal  and  Spain,  the 
line  gave  to  Portugal  the  exclusive  right  to  possess  all  non-Christian  lands  halfway 
around  the  world  to  the  east  of  the  line,  and  to  Spain  all  such  lands  halfway  around 
the  world  to  the  west.  While  there  remained  much  uncertainty  and  dispute  concerning 
the  point  where  halfway  around  the  world  really  was,  Portugal  claimed  religious 
monopoly  in  Brazil,  Africa,  and  Asia,  while  Spain  claimed  the  rest  of  the  Americas  and 
the  Pacific,  at  least  to  the  Philippines  and  the  Molucca  Islands  (Spiceries). 

This  presumptuous  division  of  the  world  between  the  Catholic  Iberian  countries 
in  the  late  fifteenth  century  was  aimed  primarily  at  the  Moslems  who  had  finally  been 
driven  out  of  Europe  but  who  had  to  be  pursued  to  the  ends  of  the  world  and 
punished  for  their  eighth  century  conquest  of  the  Iberian  peninsula.  Reconquest 
became  a  fanatical  mission  of  both  the  Portuguese  and  Spanish  conquerors  and 
Catholic  missionaries.  Furthermore,  the  Christianizing  and  civilizing  mission  was  aimed 
at  all  unenlightened  heathens,  those  innocent  of  all  religion  as  the  natives  of  Africa, 
Asia,  and  America  were  believed  to  be,  as  well  as  those  perverted  by  the  sinister  and 
evil  doctrines  of  Islam.  So  even  before  the  bitter  family  disputes  and  Reformation  wars 
broke  out  within  European  Christianity  during  the  sixteenth  century,  the  Catholic 
cross  was  accompanying  the  Portuguese  and  Spanish  swords  around  the  world.  With 
"he  explorers  and  the  conquerors  went  the  missionaries.  By  1700  Latin  missions  and 
schools  literally  encircled  the  world. 

In  general,  Portugal’s  dispersion  of  its  Catholic  missions  in  the  fifteenth  and 
sixteenth  centuries  was  undertaken  under  the  doctrine  of  patronage  (padroado), 
whereby  the  Papacy  granted  to  the  Portuguese  crown  income  from  ecclesiastical 
properties  in  Portugal  and  the  right  to  nominate  candidates  for  appointment  to  the 
bishoprics  in  lands  that  were  yet  to  be  Christianized,  in  return  for  which  the  crown 
would  provide  the  missionaries  and  support  for  the  churches  established  in  the  lands 
eventually  conquered  by  Portugal.  In  filling  this  responsibility  of  patronage  the 
Portuguese  rulers  relied  in  the  first  instance  upon  the  mendicant  friars  of  the  Francis¬ 
can  and  Dominican  orders  and  then  increasingly  turned  to  the  Jesuits  as  their  principal 
missionizing  and  educational  arm. 

In  the  course  of  a  century  and  a  half  of  commercial  leadership  in  the  East  (1420 
to  1580)  Portugal  established  footholds  in  Africa,  India,  Malaya,  the  Moluccas,  Japan, 
and  China.  By  the  time  the  Spanish  crown  took  control  of  Portugal  in  1580  the 
Portuguese  expansionist  thrust  had  been  blunted,  and  by  the  time  Portugal  was  again 
independent  in  1640  the  Dutch  and  the  British  were  beginning  to  dominate  European 
trade  in  the  East.  From  then  on,  Portugal’s  overseas  domain  shrank  to  the  enclaves  in 
Goa  and  Macao,  but  held  firm  in  vast  uncharted  territories  of  Africa  and  Brazil.  The 
religious  proselytizing  of  the  Portuguese  padroado  was  often  uncompromising  and 
even  fanatic,  involving  mass  conversions  forced  at  gunpoint  by  the  governors  and  the 
military.  In  many  respects  the  missionaries  found  themselves  at  odds  with  the  harsh 
and  ruthless  military  governors  over  the  methods  of  conversion  and  the  necessity  to 
respect  the  rights  and  sensibilities  of  the  people  they  conquered  or  traded  with. 

Franciscan  missionaries  accompanied  da  Gama  and  Cabral  to  South  India,  and 
Dominicans  came  in  soon  after.  When  Goa  was  captured  in  1510  by  Alfonso  de 
Albuquerque  he  declared  unceasing  war  against  the  Moslems  but  friendship  for  the 
“heathens.”  Schools  were  established  straight  away  by  Franciscans  who  worked  espe- 
Ciallv  with  lower-r:astP  lnr1ian<:  tn  nr^narp  tUpm  tr\  hppnimp  PUriofiari 
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Joao  de  Albuquerque  was  trying  to  stress  education,  friendship,  and  tolerance  in  the 
Christianizing  mission  rather  than  the  impatient  insistence  upon  religious  uniformit 
pursued  by  the  governors  who  set  out  to  destroy  Moslem  mosques  and  Hindu  temples 
Western  plenipotentiaries  have  insisted  on  quick  results  in  pacifying  alien  peoples  for 
nearly  500  years.  Tlie  lessons  of  technical  assistance  have  been  difficult  to  learn  The 
Portuguese  missionaries  as  well  as  Christian  Indians  eventually  became  the  subjects  of 
violent  retaliation  as  a  result  of  forced  intrusions  upon  the  indigenous  ways  of  life 

Two  years  after  the  Society  of  Jesus  was  made  official  by  the  Pope  in  1540  the 
noted  Spanish  missionary,  Francis  Xavier,  arrived  in  Goa,  signallizing  that  from  then 
on  the  Jesuits  would  be  the  principal  missionary  arm  of  the  Portuguese  padroado 
Their  organizing  ability,  the  quality  of  their  leadership,  and  the  international  character 
of  their  membership  made  the  Jesuits  an  extremely  effective  political  as  well  as 
religious  and  educational  force.  Xavier  followed  Bishop  Albuquerque  in  stressing  the 
education  of  children,  the  need  to  learn  the  languages  and  become  sympathetically 
familiar  with  the  customs  of  the  people,  and  the  desirability  of  converting  the  rulers 
and  the  leading  classes  of  society  rather  than  using  mass,  forced  conversions.  Above  all, 
it  was  important  to  train  native  boys  as  Christians  so  that  they  could  communicate 
with  their  own  people.  The  College  of  St.  Paul  in  Goa  became  the  chief  training  center 
for  the  Eastern  missionary  effort.  By  1577  its  students  numbered  134  boys  with  about 
half  from  Goa  and  other  parts  of  India  and  the  other  half  ft-om  Europe,  South  East 
Asia,  Africa,  and  the  Far  East.  The  curriculum  was  very  much  a  standard  Jesuit 
program  stressing  Latin,  Portuguese,  mathematics,  and  music,  topped  off  with  philos¬ 
ophy  and  theology. 

Following  Xavier’s  death  in  1552  the  Jesuit  mission  in  India  began  to  assist  in 
the  mass  conversion  policies  of  the  Viceroy,  and  the  Inquisition  was  instituted  in  Goa 
in  1560.  Another  strong  Jesuit  leader,  this  time  an  Italian,  arrived  on  the  scene  in  1574 
to  try  to  redirect  the  Jesuit  enterprise.  Alessandro  Valignano  dominated  the  scene 
until  he  died  in  1606.  His  policies  were  enlightened  in  that  he  was  adamant  about  the 
necessity  of  learning  the  mother  tongues  of  the  people,  and  he  organized  language 
seminars  for  this  purpose.  But  he  also  believed  in  a  curious  hierarchy  of  white  superem- 
acy  by  which  he  classified  Africans  and  Indians  as  blacks,  and  Cliinese  and  Japanese  as 
whites.  He  thus  believed  that  the  greatest  hope  for  Christianizing  and  civilizing  the 
heathen  would  lie  in  China  and  Japan  rather  than  in  the  generally  barbarous  lands  of 
Africa  or  the  servile  lands  of  India.  Despite  this  haughty  estimate,  the  Jesuits  and 
Franciscans  and  Dominicans  established  numerous  schools  along  the  east  and  west 
coasts  of  India  as  well  as  north  into  the  Punjab. 

In  general,  the  Christian  missionaries  in  India  had  only  small  success.  They  never 
fathomed  the  complexity  of  Indian  religion  or  high  culture.  Franciscans  did  not  study 
the  local  languages,  while  the  Jesuits  who  did  learn  the  local  languages  never  studied 
the  closely  held  literary  classics  in  Sanskrit.  They  thus  never  really  understood  Hindu 
civilization.  They  did,  however,  leave  a  residue  of  Christian  following  and  a  tradition 
tor  education  that  resulted  in  the  state  of  Travancore  having  the  highest  literary  rate  in 
India  even  in  the  twentieth  century. 

The  Jesuit  missions  to  the  east  of  India  followed  the  Portuguese  interest  in 
cultivating  Japan  and  China.  They  thus  gave  relatively  little  attention  to  the  Malay 
Peninsula  or  islands  of  South  East  Asia.  They  did  found  a  college  in  Malacca  on  the 
Malay  Peninsula,  the  chief  Portuguese  administrative  and  trading  center  east  of  Goa, 


the  dispersion  of  la  tin-ca  tholic  educa  tion 


231 


but  this  was  primarily  to  train  Portuguese  boys  for  the  mission  priesthood.  Malacca 
always  remained  a  small  Christian  beachhead  in  the  strongly  India-oriented  Buddhist 
culture  of  the  region. 

In  contrast,  great  attention  was  given  first  to  Japan  and  then  to  China.  Both 
Xavier  and  Valignano  saw  in  Japan  the  greatest  hope  for  a  Christian  East  Asia.  After 
Xavier’s  arrival  in  1549  apparently  rapid  success  attended  his  efforts.  His  policy  of 
sympathetic  understanding  of  Japanese  culture,  training  of  Japanese  for  an  indigenous 
priesthood,  adaptation  to  the  customs  of  Japan,  and  reliance  upon  education  marked 
the  early  Jesuits  as  good  “technical  assistants.”  Thousands  of  converts  were  made 
(150,000  by  1582),  but  when  Xavier  was  eventually  frustrated  by  the  strong  hold  of 
Buddhism  upon  the  Japanese  people,  he  turned  hopefully  to  China. 

Valignano  found  the  Jesuit  mission  in  Japan  displaying  particularly  arrogant  and 
contemptuous  treatment  of  Japanese  when  he  arrived  there  in  1579.  He  too  became 
convinced  that  China  was  the  “great  white  hope”  for  Christianity  in  the  Far  East  as 
the  Jesuits  gradually  came  to  be  looked  upon  by  the  Japanese  rulers  as  threats  to  their 
authority.  Also,  the  rivalry  between  the  Spanish  and  mendicant  friars  coming  in  from 
the  Philippines  and  the  Portuguese  and  Jesuits  coming  in  from  Malacca  and  Goa 
seriously  hurt  the  Westerner’s  role  in  Japan.  Massacres  of  Christian  martyrs  in  the  late 
sixteenth  century  reflected  the  growing  Japanese  hostility,  but  even  so  there  were  116 
Jesuits  and  300,000  converts  in  Japan  as  late  as  1614.  Another  few  decades  and  the 
mission  was  nearly  over  as  the  Tokugawa  rulers  entered  upon  a  policy  of  deliberate 
withdrawal,  turned  to  agriculture  rather  than  commerce,  drove  out  the  Europeans, 
forbade  Japanese  to  go  abroad,  and  killed  Japanese  Christians  by  the  thousands. 

While  the  Jesuits  made  early  and  rapid  gains  in  Japan,  their  entrance  to  China 
was  more  tortuous  and  slow.  But  they  had  learned  from  their  experience  in  India  and 
Japan  that  to  deal  with  the  high  cultures  of  ancient  and  proud  civilizations  they  must 
work  more  slowly,  sympathetically,  intellectually,  and  educationally.  They  realized 
that  they  must  adapt  themselves  to  the  traditional  civilization  they  encountered.  This 
was  especially  true  with  regard  to  the  ethnocentric  Chinese  culture  which  looked  upon 
all  other  cultures  as  inferior. 

The  Jesuits  were  extremely  fortunate  in  the  high  quality,  intellectual  prowess, 
and  scholarly  attainment  of  their  leadership  in  China  from  the  late  sixteenth  to  the 
late  seventeenth  century.  Symbolically,  the  leaders  represented  the  international 
profile  of  the  Jesuit  order;  they  came  in  succession  from  Italy,  from  Germany,  and 
from  Belgium.  When  Matteo  Ricci  arrived  in  China  in  1582  he  was  accomplished  in  the 
classical  humanities,  law,  and  theology  as  one  might  expect,  but  also  in  science, 
mathematics,  mechanics  and  geography.  He  learned  Chinese  and  set  the  pattern  by 
which  the  Jesuits  were  viewed  by  the  Chinese  more  as  Western  scholars  than  as 
Christian  missionaries.  Johannes  Adam  Schall  von  BeU  who  succeeded  Ricci  in  1622 
was  well-versed  in  the  modern  astronomy  of  Copernicus  and  Galileo  even  though  his 
church  was  attacking  their  heliocentric  views.  Ricci,  Schall,  and  his  successor,  Fer¬ 
dinand  Verbiest  all  played  the  role  of  high  court  technical  adviser  to  the  emperor, 
assisting  with  calendar  reforms  and  making  known  a  large  library  of  Western  scholarly 
works  in  astronomy,  mathematics,  biology,  medicine,  mechanics,  politics,  and  ethics  as 
well  as  Christian  philosophy  and  theology.  They  adopted  the  status,  the  dress,  and  the 
customs  of  Confucian  scholars. 

In  outward  respects  this  long  tolerance  of  Jesuits  in  very  high  circles,  even  after 


232 


EDUCA  TION  IN  THE  BUILDING  OF  WESTERN  CiVILIZA  770N 


most  Europeans  had  been  shut  out  of  China  in  the  eighteenth  and  nineteenth 
centuries,  made  the  Jesuit  mission  in  China  appear  to  be  successful.  Yet,  the  impact 
was  uncertam.  By  the  eighteenth  century  there  were  few  Christian  converts,  the 
iniluence  of  Western  knowledge  upon  Chinese  scholarsiiip  seemed  imperceptible,  and 
the  Catholic  Jesuits  seemed  to  have  accommodated  themselves  more  to  Confucianism 
than  the  other  way  around.  In  any  case  the  Jesuits  were  heavily  criticized  in  the  West 
for  the  lengths  to  which  their  accommodation,  and  compromises  took  them  .in 
theology'  and  in  doctrine.  More  easily  discernible  was  the  impact  upon  Europe  of 
Lnowledge  about  China  which  was  relayed  back  to  Europe  by  the  letters  and  informa¬ 
tion  conveyed  to  the  Jesuit  GO,iieges  by  their  missionaries.  All  this  helped  to  build  a 
glowing  picture  of  China  which  captivated  the  inteEectuals  and  led  to  the  chinoiserie 
of  the  W^st  in  the  middle  of  the  eighteenth  century. 

The  net  result  of  the  .missionary-'  and  educational  effort  of  Westerners  in  Asia  up 
to  1700  is  far  too  complicated  to  assess  with  full  confidence.  Curiously  enough,  the 
Dutch  and  the  British  who  took  the  lead  in  commercial  enterprise  away  from  the 
Portuguese  in  the  seventeenth  century  did  not  stress  either  the  Christianizing  or  the 
educating  of  the  local  populations.  Their  trading  efforts  were  more  highly  organized  as 
a  result  of  their  effective  East  India  companies,  but  they  tended  to  pay  strict  attention 
to  the  profits  and  little  to  the  souls  of  their  customers.  An  exception  was  Ceylon 
where  the  Portuguese  had  established  many  village  schools,  produced  a  catechism  in 
Singhalese,  and  built  colleges  to  train  priests  and  teachers,  in  this  case  the  Dutch 
continued  the  Portuguese  policy  when  they  came  .into  Ceylon  in  the  seventeenth 
ce.!itury  in  contrast  to  their  general  neglect  of  education  in  Indonesia;  and  the  British 
did  the  same  when  they  entered  Ceylon  in  the  eighteenth  century. 

From  the  perspective  of  the  tw^entieth  century  the  mission  efforts  of  the 
Catholic  countries  were  a  mixture  of  nationalistic,  commercial,  and  religious  aggression 
characteristic  of  the  early  imperialism  of  the  major  nations  of  the  day.  Viewed  from 
the  side  oi  the  Christian  taithful  the  enterprise  was  an  extraordinary  outpouring  of 
human  energy,  drive,  and  endurance  against  all  but  overwhelming  odds  in  the  ser\ice 
of  the  truth.  Viewed  from  the  side  of  many  of  the  Asian  peoples  the  enterprise  was  an 
un warranted  intrusion  upon  their  traditional  ways  of  life,  but  also  to  many  of  the 
downtrodden  lower  classes  it  offered  a  hope  and  a  promise  of  a  better  life  than  they 
could  possibly  expect  from  that  tradition.  Viewed  objectively  as  an  exercise  in 
iEteniatio.nai  educational  relations,  the  missionary  effort  was  most  successful  where 
the  ediicatiom!  effort  surpassed  the  evangelical. 

One  could  hazard  the  guess  that  the  greatest  g.ains  in  the  art  of  educational 
impact  were  to  be  made  when  the  outsider  adapted  himself  to  the  insider  and  did  not 
trv  to  force  Ms  views  mth  violence  or  punishment  upon  unwilling  or  unreceptive 
peoples.  Long-run  impact  is  made  only  when  receptivity  is  engendered  within  the 
ruling  and  leadership  levels  as  wel  as  at  the  grass  roots.  Mass  conversions  among  the 
^-oiii,mon  people  of  Japan  and  India  did  not  seem  to  be  greatly  effective  without  the 
Support  of  the  rulers  and  a  widespread  educational  effort,  but  neither  did  the 
M,gh4e\el  adwce  to  the  Chinese  emperor  at  Ms  court  seem  to  change  materially  the 
tiindanierital  ediicationa!  or  scholarly  system  of  China.  The  importation  of  unmodified 
aiicn  eaucationai  institutions  into  a  civilization  where  the  formal  educational  systems 
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were  already  mature  and  complex  as  in  Japan  and  China  did  not  provide  the  means  for 
major  educational  or  cMizational,  transformations. 

TJie  Spanish  Intrusion  to  the  West 

Quite  a  different  set  of  circumstances  faced  the  Portuguese  and  the  Spanish  in  the  New 
Ihrld  where  they  found  societies  that  ranged  all  the  way  from  the  most  primitive 
gatherers  and  hunters  to  the  highly  complex  civilizations  of  the  Incas  in  Peru  and  the 
Aztecs  in  Mexico.  The  Portuguese  were  far  slower  to  exploit  their  newly  won 
territories  in  Brazil  than  were  the  Spanish  in  their  aggressive  efforts  to  Latinize  much 
of  the  rest  of  the  Americas. 

For  some  thirty  years  after  Cabral  touched  on  the  north  east  coast  of  Brazil  in 
1500  and  claimed  it  for  Portugal,  the  Portuguese  crown  did  not  pay  much  attention  to 
the  new  territory.  Finally,  the  king  tried  tiie  expediency  of  granting  vast  territories  to 
militaiy'  or  noble  proprietors  in  a  kind  of  feudal  arrangement  whereby  they  were 
authorized  to  rule,  colonize,  and  force  the  Amerindians  who  were  largely  hunters  and 
gatherers  to  work  the  land.  But  this  did  not  work  very  well,  so  in  mid-century  the  king 
sent  a  royal  governor  to  administer  the  colony  directly  for  the  king.  Tome  de  Souza, 
the  first  governor-general,  took  with  him  six  Jesuit  priests  as  well  as  bureaucrats, 
skilled  craftsmen,  and  military  supporters.  The  Jesuits  set  up  “reductions”  or  settle¬ 
ments  for  the  Amerindians,  wherein  they  taught  them  how  to  farm  and  live  a  settled 
agricultural  existence.  They  engaged  in  some  schooling  for  the  Indians,  but  it  was 
almost  entirely  confined  to  reading  and  writing  as  the  basis  of  religious  instruction  and 
later  some  Latin  to  prepare  priests."^ 

However,  Brazil  remained  for  nearly  four  centuries  far  more  rural  and  less 
urbanized  than  the  Spanish  colonies  did.  Also,  the  semifeudal  arrangements  that 
persisted  led  to  much  looser  forms  of  social  organization  than  in  New  Spain.  Indians 
resisted  slave  labor,  so  Africans  were  brought  in.  When  land  wore  out  there  was  always 
more  than  enough  elsewhere.  The  prime  Portuguese  motive  was  to  profit  from  the  land 
rather  than  to  establish  a  new  society.  The  Portuguese  concern  to  Christianize  and 
chilize  the  Amerindians  and  the  Africans  seemed  relatively  mild  compared  to  the  zeal 
of  the  Spaniards  in  the  New  World  or  indeed  the  zeal  of  the  Portuguese  themselves  as 
they  confronted  the  well-developed  civilizations  of  India,  China,  and  Japan. 

For  aU  these  reasons  the  educational  mission  of  the  Portuguse  in  Brazil  was  not 
particularly  effective  beyond  the  religious  instruction  aimed  at  the  conversion  of  the 
Indians.  In  the  seventeenth  century  the  Jesuits  introduced  the  humanistic  curriculum 
of  the  ratio  studiorum  into  their  colleges,  which  fact  made  them  quickly  attractive  to 
the  plantation  owners  as  a  symbol  of  an  upper-class  culture  which  would  distinguish 
them  from  all  the  rest  of  the  inhabitants  of  Brazil  and  provide  a  link  with  the 
upper-class  culture  of  Western  Europe.  The  Jesuit  college  thus  abandoned  its  exclusive 
goal  of  training  religious  leaders  to  include  the  secular  and  rural  upper-classes  as  well. 
The  Amerindians  got  fairly  well  lost  in  the  process,  except  as  young  creole  men  who 


"^Robert  J.  Havighurst  and  J.  Roberto  Moreiia,  Society  and  Education  in  Brazil  University  of 
Pittsburgh  Press.  Pittsburgh,  1965,  chap.  2. 
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colese  would  spend  so>noe  time  teaching  young  children  on  the  planta- 
ir.cludina  mestizo  and  black  as  well  as  whited  By  and  large,  however, 
cmanmed  education  was  no:  a  very  infmentiai  force  in  early  colonial  Brazil.  This  fact 
:-m'd  ’*"0  counted  as  another  reason  why  Brazil  remained  so  much  less  developed  for  so 
much  lonae:  than  much  of  the  rest  of  South  America. 

In  contrast,  the  Snanish  displayed  enormous  educational  zeal  in  America  during 
the  sam.e  period,  and  the  results  were  correspondingly  great.  Indeed,  formal  education 
was  a  nta4r  comnonent  of  the  missive  transfer  of  Spanish  culture  and  institutions  to 
the  XewVfcrld,  with  portentous  results  for  the  peoples  of  the  entire  Western  Hemis¬ 
phere  for  half  a  mdllenium  to  come.  From  the  point  of  view  of  the  indigenous 
inhabitants,  the  Amerindians  whose  ancestors  had  come  to  the  New  World  some 
20:000  to  30.000  years  before,  the  transfer  was  a  matter  of  imposition  of  European 
civilizaticn  upon  their  own  cultures,  often  with  the  intent  to  destroy  or  relegate  those 
cultures  to  an  inferior  position.  From  the  point  of  view  of  the  Spaniards,  the 
phenomenon  was  not  so  much  a  simple  matter  of  transfer  or  transplantation  as  it  was 
an  incorporation  of  the  territories  and  peoples  of  the  New  World  into  the  Hispanic- 
Christian  fonns  of  Western  civilization  which  they  believed  to  be  superior  to  all  others. 
By  incorporating  these  vast  non-Christian  lands  into  their  empire  they  believed  they 
were  simply  doing  the  will  of  God  and  of  the  Crown. 

Their  mission  was  threefold:  to  conquer,  to  Christianize,  and  to  cmlize;  and 
education  was  to  be  an  essential  element  in  the  Christianizing  and  civilizing  mission. 
Reformation  and  Renaissance  ingredients  were  the  obvious  educational  tools  to  be 
used  in  the  sixteentii  and  seventeenth  centuries.  Their  impact  was  potentially  modern¬ 
izing  with  respect  to  the  Amerindians  but  actually  traditionalizing  for  the  Spaniards 
who  migrated  as  colonists  and  constituted  a  fragment  of  Western  civilization  spun  off 
from,  the  Iberian  peninsula  to  Middle  and  South  America.  The  contrasts  between  the 
Sparish-Indian-Catholic  forms  of  \Wstem  civilization  and  the  Anglo-Protestant  forms 
that  developed  in  North  America  became  increasingly  marked  during  the  ensuing  five 
hundred  years.  Yet  the  events  of  the  sixteenth  and  seventeenth  centuries  meant  that 
both  South  and  North  America  would  become  basic  elements  of  an  embracing  Western 
ctvLization,  despite  their  differences.  The  five-century  period  of  the  impact  of  Western 
education  upon  the  rest  of  the  world  began  with  peculiar  suddenness  and  vigor  in 
Spanish  America. 

When  the  Portuguese  and  their  allied  missionaries  tried  to  convert  the  ancient 
traditional  cMIizations  of  India,  China,  and  Japan  they  faced  highly  organized  and 
highly  literate  urban  ways  of  life  that  did  not  readily  accept  or  adapt  their  Whstem 
Christian  outlook.  When  the  Spanish  conquistadores  and  their  allied  mendicant  mis¬ 
sionaries  invaded  the  traditional  civilizations  of  Mexico  and  Peru,  they  found  them 
m.uch  easier  to  dominate.  The  reasons  for  this  difference  are  difficult  and  complicated. 
Not  cr2>'  was  there  superiority  in  military  technology  but  there  was  a  great  gap 
between  the  social  and  political  organization  and  the  sophistication  of  the  educated 
elite  of  the  New  Wbrid  civilizations  and  those  of  the  Spaniards,  while  there  was  no 
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such  marked  disparity  between  these  latter  elements  in  the  Old  World  civilization  and 
those  of  the  Westerners. 

Perhaps  less  obvious,  but  possibly  as  important,  was  the  basic  fact  that  the 
civilizations  of  the  East  had  long  and  well-established  systems  of  organized  education 
that  had  helped  to  create  a  stable  and  durable  sense  of  civilizational  identity  not  easily 
shaken  by  alien  intruding  ideologies.  The  educational  systems  of  the  Amerindian 
chilizations,  while  recognizably  organized,  were  less  complicated  and  less  reliant  upon 
literate,  coherent,  and  systematic  bodies  of  knowledge  deeply  rooted  in  the  intel- 
iecraal  traditions  of  the  people.  The  Graeco-Roman-Christian-Western  forms  of  educa¬ 
tion  were  more  attractive  and  persuasive  to  the  few  Amerindians  who  were  exposed  to 
them  than  they  were  to  Indian,  Chinese,  and  Japanese  intellectuals. 

More  obvious  reasons  for  the  quick  and  decisive  conquest  of  Amerindians  by  the 
Spaniards  were  the  use  of  firearms,  horse-mounted  soldiers,  the  agressive  determina¬ 
tion,  not  to  say  the  ruthless  cruelty,  of  the  conquistadores  and  the  evangelical  zeal  of 
the  Christian  missionaries,  along  with  weaknesses  within  the  Amerindian  societies 
ihemselves.  The  Aztecs  in  Mexico  and  the  Incas  in  Peru  had  only  had  a  century  or  two 
of  experience  in  conquering  and  ruling  subject  tribes  as  they  forged  their  empires.  Each 
was  having  trouble  in  maintaining  control  over  dissident  peoples  who  were  restless 
under  their  rule  by  the  early  sixteenth  century.  In  contrast,  the  Spanish  rulers, 
warriors,  and  missionaries  were  riding  the  crest  of  a  wave  of  militant  political  and 
religious  reconquest,  an  800-year-oId  process  of  driving  the  Moslem  Moors  out  of 
Spain  that  culminated  in  1492.  The  last  Moslem  stronghold  in  Granada  was  captured 
by  Ferdinand  and  Isabella  in  the  same  year  that  Columbus  discovered  America.  Ail  this 
came  as  the  various  Spanish  regions  and  states  were  being  welded  into  a  strong  and 
centralized  monarchy  headed  by  Isabella  of  Castille  and  Ferdinand  of  Aragon. 

The  goal  of  spiritual  reconquest  was  thus  transferred  to  the  New  World  by  the 
missionaries  who  accompanied  the  conquistadores  just  as  the  goal  of  physical  and 
material  conquest  motivated  the  latter.  In  its  crassest  form  conquest  meant  to  the 
Spaniards  power  and  wealth;  in  its  humanitarian  form  the  Spaniards  couched  conquest 
in  terms  of  Christianizing  and  civilizing  the  Amerindians.  What  Christianizing  meant 
was  clear  enough:  teach  the  Amerindians  the  forms  of  Christian  worship,  baptise  them, 
induct  them  into  the  rituals  and  formulas  of  the  Roman  Catholic  Church,  and  induce 
them  to  abandon  their  traditional  religious  rites,  which  sometimes  involved  human 
sacrifice.  WJiat  civilizing  meant  was  less  easily  determined,  but  it  usually  meant 
adoption  of  the  forms  of  moral  conduct,  customs,  and  manners  of  Spanish  Europe. 
These  usually  included  adoption  of  Western  forms  of  dress,  language,  and  speech, 
monogamous  marriage,  and  the  use  of  metal  tools  for  agriculture,  mining,  and  building 
construction  that  had  long  been  a  part  of  the  urban  civilizations  of  the  Middle  East, 
Asia,  and  Europe.  Accompanying  the  idea  of  settled  agricultural  cultivation  of  the  land 
(where  it  was  not  already  practiced)  went  the  notion  of  orderly  and  disciplined  habits 
of  work  (under  the  direction  of  the  Spaniards). 

Most  Spaniards  of  the  sixteenth  and  seventeenth  centuries  assumed  that  peoples 
who  did  not  have  their  forms  of  civilization  were  uncivilized,  and  therefore  needed  to 
be  subjected  to  their  civihzing  process.  What  they  did  not  realize  or  did  not  take  the 
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sd  was  that  the  .Amerindians  in  at  least  two  major  regions  of  the 
‘eloned  over  several  centuries  distinctive  traditional  civilizations  of 
issionaries  did  realize  this  and  did  embark  on  notable  studies  of  the 
and  institutions  of  the  Amerindians,  but  their  voices  turned  out  to 
)v  the  Spanish-type  society  that  was  eventually  built  on  top  of  the 


The  Disruption  of  Education  in  the  Amerindian 
CiiiltatiOHS  of  Mexico  and  Peru 

In  more  recent  times,  however,  the  interests  and  techniques  of  modern  scholarship  m 
archaeoiosy,  linguistics,  and  history  have  concluded  that  the  civilizations  of  Middle 
Qf  Pepj  jank  with  the  other  m.ajor  but  older  generative  civilizations  of  the 
Afro-Eurasian  ecumene.  These  ci\iiizations  are  inherently  fascinating  for  comparative 
study  as  examples  of  the  emergence  of  human  civilization  in  relative  isolation  from  the 
other  major  civilizational  centers,  each  of  which  was  influenced  in  greater  or  lesser 
degree  by  one  or  more  of  the  others.  In  fact,  this  relative  isolation  may  have  been  one 
of'the  most  fundamental  reasons  for  the  later  emergence  and  the  relatively  less- 
advanced  character  of  their  social  and  intellectual  forms. 

The  historical  tragedy  is  that  when  the  civilizational  contact  was  made  the  power 
of  the  Western  civilization  and  its  aggressive  self-interest  left  no  room  for  genuine 
interaction.  The  influence  was  almost  all  one-way.  This  result  may  have  been  partially 
a  result  of  a  declining  or  dispersive  stage  of  development  within  the  Amerindiari 
civilizations  themselves;  or  it  may  simply  have  been  that  they  had  not  yet  reached  a 
stage  of  political,  economic,  technological,  or  intellectual  florescence  that  would  have 
enabled  them  to  hold  out  against  or  genuinely  to  assimilate  the  Western  ways  within 
tlieir  own.  In  any  case,  the  gap  between  the  more  developed  and  the  less  developed 
civilizations,  between  the  more  traditional  Amerindian  and  the  protomodem  Western 
civilization  wus  too  great  for  genuine  interaction.  The  Amerindian  civilizations  were 
largely  destroyed  or  made  impotent.  The  impact  of  their  educational  traditions  upon 
ilie  future  of  the  New  World  remained  relatively  slight.  Organized  education  in  South 
and  Middle  America  became  basically  Latin  Western,  relatively  unmodified  by  the 
educational  forms  it  displaced. 

Comparatively,  the  general  archaeological  judgment  is  that  the  course  of  devel¬ 
opment  in  pre-Columbian  America  from  hunting  and  gathering  societies  to  neolithic 
agri,cultural  settlements  and  then  to  urban  complexes  paralleled  the  development  of 
cmlization  elsewhere.^  During  the  first  centuries  A.D.  those  characteristics  attendant 
upon  the  earlier  civilizational  process  in  the  Middle  East,  Asia,  and  Europe  included  a 
growing  social  stratification,  economic  specialization,  urbanization,  and  political  dif¬ 
ferentiation.  First,  among  the  Mayas  in  Guatemala,  then  the  Toltecs  and  Aztecs  in 
central  Mexico,  and  fmaly  among  the  Quechuas  and  Incas  in  Andean  Peru,  priestly 
societies  arose  around  ceremonial  centers,  labor  was  organized  by  the  priests,  and 


^See.  especinlly.  Robert  McC.  Adams  The  Evolution  of  Urban  Society;  Early  Mesopotamia  and 
PrebisparJc  Mexico,  Aldine,  Chicago,  1966;  and  Robert  I.  Braidwood  and  Gordon  R.  Willey  (eds.) 
Courses  Toward  Urban  Life,  Aldine.  Chicago,  1962. 
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urban  elites  appeared.  The  Mayan  and  Mexican  civilizations  developed  elaborate 
calendars,  astronomical  and  mathematical  calculations,  and  pictographic  writing  of  a 
fieroslyphic  type.  Peru  did  not  develop  a  written  language,  for  reasons  that  remain 
irndear.  McNeill  estimates  that  by  600  A.D.  the  Amerindian  civiUzations  were  roughly 
comparable  to  those  of  Mesopotamia,  Egypt,  and  the  Indus  VaUey  in  3000  B.C.’  He 
Iroues  that  this  lag  of  3500  years  left  the  Amerindians  at  a  permanent  disadvantage. 

During  the  1,000  years  from  the  fifth  century  to  fifteenth  century  A.D.  the 
.Amerindian  civilizations  went  through  remarkable  but  familiar  developments  both 
socially  and  politically.  For  some  reason  the  Mayan  civilization  declined  and  virtually 
disappeared  by  the  tenth  century,  while  Mexico  developed  mihtary  city-states  to 
replace  the  priestly  states,  and  Peru  created  a  centrahzed  pohtical  empire  out  of  the 
iaise  number  of  city-states.  Adams  finds  a  close  parallel  in  stages  of  development  that 
proceeded  from  theocratic  or  priestly  polities  to  mihtary  polities  to  conquest  states  in 
both  Mesopotamia  and  Mexico  despite  the  4,000  years  difference  in  time.  He  finds  the 
.Aztec  polity  of  1500  A.D.  similar  to  that  of  Sargon  of  Akkad  in  2300  B.C.  Others  find 
that  the  Inca  empire  of  Peru  in  1500  closely  resembles  that  of  Pharoah  Egypt.  One  of 
he  major  differences,  however,  seems  to  be  in  the  systems  of  education  developed  in 
the  civilizations  of  the  Old  World  and  the  New  World.  We  have  discussed  at  some 
length  the  elaborate  and  highly  structured  systems  of  education  that  depended  heavily 
if  not  exclusively  upon  the  corpus  of  written  knowledge  that  characterized  intellectual 
life  in  Mesopotamia  and  Egypt  from  their  early  priestly  days. 

In  contrast,  the  formal  education  in  both  Aztec  and  Incan  civilizations  seems  to 
have  developed  fairly  late  and  possibly  arose  as  they  became  expansionist  mihtary 
states  during  which  time  the  priestly  authority  receded  before  the  military  and 
political.  It  is,  of  course,  entirely  possible  that  the  priests  who  developed  the  calendars 
and  the  writings  of  Middle  America  also  developed  formal  schools,  as  we  argued  with 
respect  to  the  Aegean  civhization  about  which  we  have  so  httle  definite  knowledge.  In 
any  case,  the  evidence  seems  to  indicate  that  formal  schools  were  clearly  present  by 
the  time  the  military  rulers  of  Mexico  and  Peru  needed  more  administrators,  officials, 
and  intellectuals  to  maintain  and  extend  their  pohtical  power  over  subject  peoples. 
This  bureaucratic  need  for  formal  education  we  have  seen  before,  but  we  do  not  find 
in  America  that  the  priestly  class  was  so  evidently  professional  and  administrative  in  its 
organization  for  promoting  education  as  was  so  clear  in  Mesopotamia  and  Egypt. 

Aztec  civilization  in  the  fifteenth  century  A.D.  had  obviously  inherited  much 
from  the  successive  peoples  who  had  already  inhabited  the  central  Mexican  plateau. 
Despite  the  warlike  pohtical  domination  of  their  subject  peoples  they  apparently  did 
little  to  impose  their  culture  or  religion  upon  them.  They  seemed  rather  more  intent 
upon  stressing  and  strengthening  their  own  society  and  culture  and  rehgion  which 
required  the  hve  sacrifice  of  human  captives  in  honor  of  their  pantheon  of  gods.  Their 
lack  of  cultural  imperiahsm  apparently  stemmed  from  no  humanitarian  behef  in 
cultural  relativism  or  the  sanctity  of  other  peoples’  cultures.  In  fact  this  lack  of 
interest  in  converting  others  proved  to  be  an  essential  weakness  when  suddenly  faced 

hVilliam  H.  McNeill  The  Rise  of  the  West,  A  History  of  the  Human  Community,  University  of 
Chicago  Press  Chicago,  1963,  p.  416. 
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bv  :he  Spanish  conquerors,  for  their  Amerindian  subject  peoples  seemed  only  too  glad 
:o  hem  the  alien  Snaniards  overwhelm  their  consanguine  oppressors. 

Wiihin  their  own  society,  however,  the  Aztecs  seemed  to  possess  a  kind  of  social 
mmhilitv  based  on  m.erit  and  achievem.ent  that  belied  their  attitudes  toward  conquered 
cr  submct  peoples.  Within  the  Aztec  community  there  seemed  to  be  considerable  stress 
unon  providing  some  education  for  all  .Aztec  children  and  even  to  m,ake  it  comipul- 
sorc.^  One  of  the  laws  in  the  legal  code  of  Montezuma  I  (1436-1464)  declared  with 
respect  to  the  splendid  Aztec  capital  city  of  Tenochtitlan:  “All  the  wards  will  possess 
schools  or  monasteries  for  young  men  where  they  will  learn  religion  and  good 
ntanners."^  Fne  ewldent  concern  was  to  develop  the  character,  the  drive,  and  the 
discipline  necessary  to  mold  the  people  into  a  unified  society  that  could  achieve  and 
main  tain  its  destiny. 

The  Aztecs  developed  two  types  of  schools,  each  having  separate  provisions  for 
girls  as  well  as  for  boys.  The  larger  number,  possibly  one  or  more  for  each  class, 
stressed  physical  and  military  training;  they  were  taught  by  experienced  warriors. 
Fiese  schools,  known  as  Telpochaili.  seemed  to  appeal  to  the  ordinary  people  and 
their  children.  The  mmre  academic  type  of  school,  known  as  Calmeac,  apparently  was 
fewer  in  number  and  appealed  more  directly  to  the  intellectual,  upper,  and  priestly 
classes.  The  graduates  of  the  Calmeac  became  high  officials  in  government  or  priests. 
The  teachers  were  priests,  and  the  curriculum  stressed  discipline,  manners,  the  Nahuatl 
language  both  oral  and  written,  history,  and  the  calendrical  and  astronomical  sciences. 
Tills  school  sounds  much  like  the  scribal  schools  of  Mesopotamia  and  Eg>mt.  Its 
professional  and  elitist  character  sound  familiar  indeed.  We  can  only  guess  that  the 
apparently  stagnant  character  of  Aztec  art,  technology,  and  literature  between 
1000-1500  A.D.  in  the  face  of  great  emphasis  upon  the  military  must  have  found 
.Aztec  education  possessing  little  hold  on  the  masses  of  people. 

True,  the  graduates  of  the  Calmeac  were  well  educated  informants  for  the  early 
Spanish  monasteries  but  their  quick  acceptance  of  their  new  masters  must  have  meant 
that  the  intellectual  loyalties,  or  indeed  political  loyalties  to  the  traditional  Aztec 
priesthood,  could  not  have  been  overwhelmingly  strong.  The  humanistic  and  religious 
literature,  the  science,  the  mathematics,  and  the  technology  of  the  Western  mission¬ 
aries  must  have  been  far  more  attractive  than  their  owm  abstruse  hieroglyphic  symbols 
which  seemed  to  concentrate  on  recording  specific  events,  genealogies,  tribute 
accounts,  and  the  like. 

The  most  obvious,  and  probably  the  most  important,  difference  between  Aztec 
schools  and  Inca  schools  was  that  Inca  schools  were  conducted  orally  for  the  perfectly 
clear  reason  that  Incas  had  no  written  language.  When  the  Incas  conquered  their 
neighbors  over  a  thousand  mile  area  of  the  Andes,  they  could  not  destroy  their  books, 
but  iney  could  and  did  enter  upon  a  campaign  of  disremembering  the  history  and 
cmture  oi  their  subjects.  Developing  a  highly  centralized  and  autocratic  government, 
heading  up  in  the  Inca  who  assumed  godlike  as  well  as  hereditary  human  qualities,  the 

■Sc  .  ... 

were  appiently  impressed  by  the  notion  of  compulsory  education.  See  Miguel 
le.mToriu.a.  Aztec  Tlwugkt  and  Culture:  A  study  of  the  Ancient  Nahuatl  Mind,  University  of 
CtLihoma  Press.  Norman,  1963,  p.  138. 
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Incas  were  able  to  organize  and  administer  a  vast  empire  in  Western  South  America 
with  the  capital  city  at  Cuzco.  Their  society  was  probably  more  stratified  and  more 
aristocratic  internally  than  that  of  the  Aztecs.  Certainly  it  was  more  aggressive 
culturally.  They  required  their  subject  city-states  and  tribes  to  worship  the  Inca  and 
accept  their  religion  as  well  as  their  political  rule.  They  sent  out  an  official  class  who 
exacted  food  and  tribute  from  the  conquered  peoples  and  redistributed  produce  as 
compensation  for  obedience,  loyalty,  and  service.  Thus  neither  a  merchant  class  nor  a 
market  mechanism  developed.  They  were  able,  without  wheel  and  without  writing,  to 
communicate  with  remarkable  rapidity  the  length  of  their  empire  by  building  a 
remarkable  series  of  roads  and  training  professional  runners.  Tliey,  too,  developed  a 
calendar,  arithmetical  notations,  medical  knowledge,  irrigation  systems,  and  a  com¬ 
plete  bureaucracy-without  writing.  They  did  develop  an  organized  method  of  re¬ 
membering  on  the  basis  of  a  complicated  system  of  knots  on  cords  or  ropes  (quipu), 
but  no  written,  symbolic  language.  In  Chapter  2  written  language  and  formal  schools 
were  identified  as  basic  ingredients  of  a  civilized  as  distinguished  from  a  folk  society. 
Now,  here  is  evidence  of  a  civilization  without  a  written  language,  and  yet  it  did 
develop  formal  schools. 

The  Inca  schools  were  of  two  types,  one  for  boys  and  one  for  girls,  both  limited 
to  the  upper  aristocratic  classes.  Whereas  the  Aztecs  spread  their  military  education 
fairly  widely  among  their  own  people  and  ignored  their  subject  peoples,  the  Incas 
aimed  their  schooling  at  the  upper  classes  of  their  subject  peoples  as  well  as  their  own. 
In  practicing  their  aggressive  cultural  imperialism,  the  Incas  brought  the  sons  of 
conquered  chieftains  to  Cuzco  to  get  them  to  disremember  their  own  culture  by 
learning  the  Quechua  language  and  adopting  the  religion,  the  customs,  and  the 
mstitutions  of  the  Incas.  They  used  their  school  for  the  elite  to  socialize  the  subject 
peoples  to  Inca  civilization. 

The  school  for  boys  (knows  as  Yachahuasi)  was  founded  by  Inca  Roca  in  the 
fourteenth  century  and  expanded  in  the  fifteenth  century  by  Inca  Pachacutec  who  was 
determined  to  make  Quechua  the  common  language  of  the  empire.  The  school  took 
boys  between  ages  twelve  and  thirteen  to  fifteen  or  sixteen  and  trained  them  to 
become  officials,  administrators,  governors,  military  officers,  engineers,  historians, 
poets,  and  bards;  in  fact,  the  school  had  four  sections  corresponding  to  the  four 
provinces  of  the  empire.  All  the  boys  learned  the  Quechua  language,  the  Incan  religion, 
songs,  rites  and  rituals,  the  use  of  the  quipu  and  calculations  for  tribute,  and  the 
history,  glory,  and  military  skills  appropriate 'to  the  ruling  Inca.  The  school  for  girls 
(Acclahuasi)  stressed  the  domestic  arts  appropriate  to  the  wives  of  nobility,  concu¬ 
bines,  and  court  attendants  as  well  as  religion  and  music. 

So  now  we  return  to  the  question  of  the  relation  between  written  language, 
formal  education,  and  Incan  civilization.  Much  depends  on  the  judgment  as  to  the 
stage  of  development  in  Peru  in  1500.  It  is  possible,  of  course,  that  the  Incas  might 
still  have  developed  a  written  language  as  they  came  into  closer  contact  with  the 
Civilizations  of  the  north,  or  if  their  contact  with  the  Westerners  had  been  more 
gradual  and  peaceable.  I  am  not  inclined  to  deny  civilization  to  the  Incas  simply  on  the 
grounds  that  they  did  not  have  a  written  language.  They  did  have  formal  schools.  This 
could  argue  for  the  fact  that  organized  education  may  be  a  more  universal  charac¬ 
teristic  of  a  civilized  form  of  society  than  written  language  is. 
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ft  could  also  arcue  for  t:ie  fact  that  both  the  Aztec  and  Incan  cmlizations  might 
better  be  called  rrctocivilizations  than  fully  developed  civilizations  on  the  ground  that 
thev  would  have  devebred  luH-rledged  writing  sv'stems  if  they  had  had  the  long  term 
Lntercultural  contacts  of  die  kind  that  characterized  the  Ivliddle  East  from  the  fourth 
millerrium  B.C.  onward.  It  could  also  mean  that  formal  schools  may  have  preceded, 
rather  than  folbwed.  the  appearance  of  fully  developed  written  language  and  may  have 
had  a  cart  in  creatine  it.  ft  rniglit  be  assumed  that  the  Incas  would  have  proceeded  to 
nroduce  a  written  language  of  their  own  if  they  had  not  been  overwhelmed  by  the 
Snardsh  concuest.  and  if  mstead  their  educational  and  intellectual  resources  had  been 
pmserved.  nurtured,  and  transformed  rather  than  effectively  destroyed. 

We  can  certainly  say  that  even  though  organized  education  may  be  necessaiy'  for 
the  rise  of  civilization,  it  is  not  sufricient  to  prevent  its  destruction  in  the  face  of 
massive  and  cverwhelming  physical  power,  disease,  and  depopulation.  Still,  a  stronger, 
more  disciplined,  literate  educational  tradition  based  upon  a  persuasive  iiteraiyn 
piiijcscpiiical,  and  scientific  body  of  knowledge  might  have  enabled  the  Amerindian 
civilizations  to  preserve  themselves  or  at  least  to  maintain  a  basic  identity,  as  the 
educational  s}^’siems  of  the  Middle  East,  India,  and  China  did  for  centuries  in  the  face 
of  successive  invasions  and  conquerors.  However,  the  story  in  Middle  and  South 
America  was  far  different  from  that  of  the  East.  The  Aztecs  succumbed  to  Cortes  with 
the  help  of  their  subject  peoples,  and  the  Incas  succumbed  to  Pizarro  with  the  help  of  a 
dynastic  conflict  within  the  Incan  succession— and  possibly  a  devastating  small  pox 
epidemic.  Within  half  a  century  Mddle  and  South  American  education  became 
Spanish,  Cliristian,  and  Western  with  scarcely  a  trace  of  Amerindian  education ,  except 
in  the  liistorical  accounts  written  by  a  few  Spaniards  with  the  help  of  their  Amerindian 
students,  mates,  and  progeny. 


C.  THE  FOmATION  OF  A  LATIN  EDUCATIONAL  TRADITION 

In  Spanish  America 

Following  the  collapse  of  the  indigenous  Amerindian  civilizations  an  Hispano-Indian 
dvihzaiion  arose  in  the  New  World  in  which  the  intellectual  and  cultural  characteris¬ 
tics  c:  Spanish  Western  civilization  came  to  dominate  the  Amerindian,  strongly  aided 
and  abetted  by  Christian  education.  And  it  was  not  long  before  a  third  major  racial 
ingredient  was  added,  importation  of  blacks  from  Africa.  Sixteenth-century  Spanish 
America  thus  became  a  meeting  ground  for  peoples  whose  racial  backgrounds  were 
^iongoloid  from  Asia  (many  millenia  earlier),  Caucasoid  from  Europe,  and  Negroid 
from  .Africa.  Tris  was  one  of  the  few  times  in  recorded  human  history,  if  not  the  only 
time,  when  the  tliree  major  races  of  mankind  intermingled  on  so  massive  a  scale.  Not 
eves  the  Middle  East,  where  Africa,  Asia,  and  Europe  meet  physically,  and  where 
cultural  contact  had  been  so  significant  for  the  origins  of  three  major  civilizations,  had 
seen  such  a  irdxiure  of  races. 

The  point  of  time  in  human  history  when  this  happened  was  vastly  significant 
tor  the  whole  world.  Because  it  was  the  sixteenth  century  and  because  the  contact  was 
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initiated  by  an  especially  aggressive  branch  of  Western  European  civilization,  the 
interminaling  had  the  fateful  consequences  of  estabUshing  a  society  in  which  the  white 
Snanish  European  Westerners  became  the  dominant  element  in  a  pyramidical  society, 
with  the  Mongoloid  Amerindians  and  the  Negroid  Africans  at  the  bottom  and  the 
mixed  racial  products  in  the  middle.  The  groundwork  was  thus  laid  for  some  of  the 
portentous  and  explosive  revolutions  of  the  nineteenth  and  twentieth  centuries. 

Most  of  the  whites  came  from  Spain,  ranging  from  the  younger  sons  of  the 
Spanish  nobility  to  the  servant  classes.  They  came  as  conquerors,  adventurers,  owners, 
managers,  and  colonizers,  almost  90  percent  being  male,  and  seldom  if  ever  in  groups 
or  communities  of  hke-minded  persons  (except  for  the  missionary  orders  of  the 
church).  They  headed  primarily  for  the  heavily  populated  centers  of  Amerindian  civih- 
zation  where  masses  of  laborers  were  available  who  could  do  the  manual  work  on 
farms,  mines,  and  haciendas.  When  the  Amerindian  population  died  out,  as  in  the 
Caribbean  regions,  blacks  were  brought  from  Africa  to  do  the  work.  The  setting  was 
thus  ripe  for  large-scale  racial  interbreeding,  especially  in  the  urban  centers  which  the 
Spaniards  built  on  and  around  the  Amerindian  cities. 

In  the  course  of  the  intermixing  and  the  subjection  of  both  Amerindian  and 
,4frican  populations,  a  hierarchy  of  prestige  and  social  status  emerged  with  a  high 
correlation  between  color  and  class.  In  general,  the  Ughter  the  skin  the  higher  the 
status.  While  population  figures  for  Spanish  America  are  subject  to  widely  varying 
estimates,  the  general  trend  of  three  centuries  was  clear.  From  a  wholly  Amerindian 
population  (some  say  as  many  as  50,000,000)  in  1500,  the  incoming  of  100,000 
whites  by  the  middle  of  the  sixteenth  century  and  the  importation  of  African  blacks 
resulted  in  a  rapid  and  wholesale  decline  in  Amerindians  and  the  appearance  of  large 
numbers  of  mestizos  (white  and  Amerindian)  and  mulattoes  (white  and  black). 
.4merindians  died  out  almost  entirely  in  the  West  Indies  within  fifty  years;  on  the 
mainland  they  shrank  from  50,000,000  to  4,000,000  within  a  century  of  the  coming 
of  the  Spaniards.  Gibson  estimates  the  racial  proportions  of  the  population  of  Spanish 
.America  by  the  end  of  the  colonial  period  in  the  early  nineteenth  century  to  be 
approximately  as  follows:*® 


Whites  3,200,000 

Mixtures  5,500,000 

Amerindians  7,500,000 

Blacks  750,000 

Total  for  Spanish  America  1 6,950,000 


Of  this  total  about  7,000,000  were  in  Mexico  (which  accounted  for  about  half  the 
Indians  and  a  third  of  the  whites),  and  the  other  four  major  areas  had  about  two  to 
two  and  a  half  million  each  (Peru,  New  Granada,  La  Plata,  and  Central  Aunerica  and 
the  islands). 

This  transformation  of  society  and  of  civilization  in  Spanish  America  was 
accomplished  in  the  sixteenth  and  seventeeth  centuries  following  the  military  con- 

Charles  Gibson,  Spain  in  America,  Haipei  Torchbooks,  New  York,  1966,  p.  117. 
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cuests  bv  three  main  agencies  of  Spanish  imperialisin ,  the  state,  the  church,  and  landed 
cernr’r  |ar.  aristocratic  class  of  colonists,  owners,  and  managers).  The  prime  agency  fci 
education  of  the  Amerindians  and  mestizos  was,  of  course,  the  church,  encouraged  b\ 
the  state,  but  largely  ignored  or  opposed  by  the  gentry  class.  When  the  state  and  the 
church  lessened  their  drive  for  educating  the  Amerindians  and  turned  toward 
education  for  whites,  as  they  did  in  the  late  sixteenth  and  seventeenth  centuries,  the 
sentry  save  more  encouragement  to  education  for  themselves.  Nobody  paid  ver}'^  much 
atteriuon  to  education  for  blacks  or  mulattos. 

This  change  in  educational  effort  over  the  250  to  300  years  of  Spanish  domi¬ 
nance  Ln  America  roughly  paralleled  the  social  changes  in  political,  economic,  and 
ecclesiastical  control  of  the  three  major  regions.  Politically  and  economically,  the 
Snanish  crovm  began  its  imperial  invasion  of  America  by  delegating  a  considerable 
amount  of  its  power  lo  the  private  effort  of  individuals,  explorers,  conqiiistadores,  and 
their  successor  colonialists  called  encomenderos,  who  possessed  a  certain  similarity  to 
the  pronrietaries  of  other  European  imperial  powers:  the  captains  of  the  Portuguese, 
the  seigneurs  of  the  French,  the  patroons  of  the  Dutch,  and  the  proprietors  of  the 
English.  The  Spanish  term  derived  from  the  official  grant  of  power  to  an  indhldual 
Snaniaid,  called  encomlenda,  by  which  a  group  of  Amerindians,  often  a  \iilage  or 
town,  was  commended  to  the  authority  and  care  of  the  Spaniard,  in  return  for  which 
he  was  to  keep  order,  render  military  service  to  the  Crown,  and  see  to  the  Christianiza¬ 
tion  of  the  Amerindians. 

Encomienda  was  a  kind  of  license  to  govern,  to  exploit  the  natural  resources, 
and  to  exact  labor  service  from  Amerindians  as  well  as  collect  tribute  in  commodities. 
A  major  difference  in  this  practice  of  imperialism  was  that  the  French,  Dutch,  and 
English  proprietaries  all  had  to  ship  colonists  from  the  homelands  to  do  the  work 
whereas  the  Spanish  found  massive,  highly  organized  Amerindian  societies  available  to 
do  the  work.  Encomienda  gave  a  legal  justification  for  putting  them  to  work  for  the 
Spanish  encomendero  class.  The  Spanish  thus  transferred  to  America  the  aristocratic 
paiterns  of  a  landed  gentry  who  came  not  to  work  or  establish  a  new  society  but  to 
acquire  wealth  and  maintain  a  gentlemanly  way  of  life. 

Whereas  some  of  the  English  colonies  in  Anglo-America  to  the  North  turned 
their  proprietorships  into  virtual  self-governing  polities  early  in  the  seventeenth  and 
eighteenth  centuries,  the  Spanish  crown  soon  began  the  process  of  taking  back 
pchtical  aurhority  from  the  private  encomenderos  and  centralizing  power  in  the  hands 
of  the  m.onarcliy  and  its  official  agents.  Two  viceroyalties  (technically  deemed  to  be 
kingdoms  under  the  Crown)  w^ere  created  in  the  middle  of  the  sixteenth  century:  New 
Spain  (Mexico,  Central  America,  and  the  West  Indies)  in  1535;  and  Peru  (virtually  the 
entire  western  half  of  South  America)  in  1542.  These  kingdoms  were  ruled  under  the 
authority  of  Spain  by  a  \1ceroy  and  an  advisory  and  judicial  council  known  as  an 
audiencia.  These  were  by  no  means  democratic  bodies,  but  agencies  for  introducing 
Hispanic  central  authority  into  the  New  World.  In  the  eighteenth  century  two  new 
vicercyalties  were  created:  New  Granada  (northern  South  America)  in  1717  and  1739, 
and  La  Plata  (southern  and  southeastern  South  America)  in  1776.  La  Plata  was  in  great 
prepcnderance  Caucasian  and  European  with  Spanish  culture  scarcely  modified  at  all 
cy  Amenndtans  or  Africans.  Thus,  Wagley  calls  this  third  cultural  region  (including 
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t^.D"thern  Brazil)  Ibero-America  to  distinguish  it  from  Afro-America  (the  West  Indies 
and" the  rim  of  the  Caribbean)  and  Indo-America  (the  highlands  from  Mexico  to 

Peru)r^  ^ 

'in  aenerah  Europeans  settled  first  in  Afro-America.  The  crown  and  the  church 
-'ade  least  effort  for  education  in  Afro-America;  they  made  massive  attempts  to 
edxJate  the  Amerindians  of  Indo-America  in  the  early  sixteenth  century;  but  they 
t'^eTturned  primarily  to  education  for  the  Spanish  descendants  born  in  America 
f  creoles)  in  the  seventeenth  and  eighteenth  centuries. 

The  crown  found  the  encomendews  reluctant  to  give  up  their  privileges  of  rule 
and  exploitation  of  Amerindians;  the  missionaries  found  them  indifferent  to  educating 
their  \vorkers.  Together  they  tried  to  forge  an  educational  policy  much  more  humani- 
larian  than  the  encomendews  desired  or  would  enforce.  As  early  as  1493  when  Pope 
41exaiider  VI  gave  Ferdinand  and  Isabella  exclusive  rights  to  colonize  their  part  of  the 
New  World  he  enjoined  them  to  appoint  experienced  men  to  instruct  the  inhabitants 
and  residents  in  the  Catholic  faith  and  train  them  in  good  morals.”^^  In  1503 
Ferdinand  and  Isabella  instructed  the  encomenderos  of  Hispaniola  to  build  school- 
houses  and  to  teach  the  children  reading,  writing,  and  Christian  doctrine,  but  when 
Dominican  monks  arrived  in  1510  they  were  horrified  at  the  deplorable  slave-like 
conditions  besetting  the  Amerindians.  Their  outcry  induced  Ferdinand  to  issue  the 
Laws  of  Burgos  in  1512  to  1513  prohibiting  mistreatment  or  enslavement  of 
Amerindians  and  again  specifying  that  encomenderos  holding  fifty  or  more  Amer¬ 
indians  must  see  that  they  were  instructed  in  reading  and  writing  and  genuinely 
Christianized.  In  addition  the  sons  of  caciques  (chiefs  or  nobles)  were  to  be  educated 
at  least  for  four  years  before  being  returned  to  their  encomendero.  There  was, 
however,  no  means  of  enforcement. 

Before  long  the  ethical  issues  of  conquest  and  of  encomiendia  began  to  be 
debated  vigorously  in  Spain.  Fundamental  questions  were  raised  concerning  the  rights 
of  the  Pope  to  authorize  forcible  Christianization  of  heathens,  the  meaning  of  a  just 
conquest,  the  inherent  rationality  and  humanity  of  Amerindians  vis-a-vis  the 
Spaniards,  the  rights  to  property,  and  the  like.  On  one  side  stood  such  humanitarians 
as  Bartolome  de  Las  Casas,  eventually  known  as  “Protector  of  the  Indians,  a 
Dominican  wdio  condemned  the  whole  imperial  enterprise  of  conquest  as  unjust, 
illegal,  and  inhumane.  On  the  other  were  such  defenders  of  just  conquest  as  Juan  Gines 
de  Sepulveda  w-^ho  argued  that  the  end  of  the  Christianizing  mission  justified  the  means 
of  armed  conquest  and  that  the  barbaric  Amerindian  practices  of  torture,  human 
sacrifice,  and  cannibalism  justified  the  civilizing  mission. 

Impressed  by  the  argument  of  Las  Casas  Charles  V  decreed  in  1520  that 
encoraienda  had  to  come  to  an  end.  In  the  ensuing  twenty  years  he  tried  to  reinforce 
the  humanitarian  and  religious  aspects  rather  than  the  subjugation  of  conquest.  In 
1536  he  instructed  the  viceroy  of  New  Spain  to  see  that  encomenderos  fulfill  their 


^^Ciiarles  Wagley,  The  Latin  American  Tradition,  Columbia  University  Press,  New  York,  1968, 

chaps.  1  and  2. 

^"Translated  in  J.  Fred  Rippy  and  Jean  Thomas  Nelson,  Crusades  of  the  Jungle,  University  of 
North  Carolina  Press,  Chapel  Hill,  1936,  p.  5. 
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du*’ev  educaticTi.  the  Amerindians  mast  aiiend  daily  classes,  free,  and  that  friars 
v-a'ke  r  rative  lanauaaes  should  be  favored.  Finally,  in  the  New  Laws  of  1542  :e 

Cra-'es  aoA:i  stressed  cenveision  and  education  as  he  restated  the  humanh 

--tpcinies  that  slaverv  was  Drohibited  and  that  encomienda  was  not  to  be 
extended  or  beconre  hereditary. 

Of  course,  the  encomenderos  rejected  the  rales,  and  in  spite  of  the  monarchy’s 
moderate  nosition  from  the  i540s  on.  ways  were  found  to  continue  forced  labor  in 
*he  Arm  of  neonase.  Bv  this  means  a  Spaniard  who  loaned  a  small  sum  to  an  Indian 
WON  entitled  to  exact  repayment  throudi  work  which  somehow  led  to  more  loans  and 
mere  work  until  the  loan  never  seemed  to  be  paid  back.  Peonage  proved  to  be  the 
mes:  persistent  of  ail  the  forms  of  forced  labor.  It  was  incorporated  in  the  hacienda 
svstem  of  land  ownership  which  endured  to  the  twentieth  century.  Despite  the  system 
of  encomienda  and  the  obstacles  produced  by  the  encomenderos,  the  Spanish  mis¬ 
sionaries  were  able  to  make  enormous  gains  not  only  for  mass  conversion  but  wha: 
promised  to  be  w^idespread  educational  opportunities  for  Amerindians  during  the  first 
huilf  of  the  sixteenth  century.  Their  zeal,  their  dedication,  and  their  hard  work  helped 
to  produce  what  Wagiey  calls  ‘^one  of  the  miracles  of  history,”  the  strength  of  the 
impact  of  Spain  on  the  New  World  and  the  speed  with  which  Spanish  culture  was 
imposed  upon  Indians  and  Negro  slaves. 

By  the  end  of  the  sixteenth  century,  however,  the  era  of  mass  conversion  and  of 
dedicated  reform-minded  mendicant  clergy  working  within  the  major  centers  of 
Amerindian  civilization  began  to  fade.  The  mendicant  friars  began  to  quarrel  among 
tlieinseives  and  with  the  secular  clerg}^  of  the  established  ecclesiastical  hierarchy.  The 
mendicants  had  sided  with  Charles  V  against  the  encomenderos  in  treating  the  Indians 
with  compassion  and  generosity,  but  when  Phillip  II  became  king  in  1556  he  began  to 
side  with  the  secular  clergy  against  the  mendicants  and  to  subject  the  activities  of  the 
lamer  lo  the  control  of  the  former.  Worst  of  all,  the  drastic  depopulation  of  Amer¬ 
indians  began  to  leave  the  mendicants  with  less  and  less  reason  for  their  real  mission  of 
Christianizing  and  cMlizing  the  indigenous  population. 

Conversely,  the  creole  population  of  Spanish-descended  whites  began  to  mui- 
tipiV  and  to  assert  themselves  against  both  the  lower  orders  of  forced  laborers  and 
against  iheir  superior  whites,  the  Spanish -born  peninsulars  who  held  all  the  plums  of 
oificialdom  and  churchdom.  The  creoles  thus  wanted  more  and  better  education  for 
themselves  in  order  to  be  able  to  compete  with  the  peninsulars.  The  Jesuits  who  came 
onto  the  missionary  and  educational  scene  long  after  the  Franciscans  and  Dominicans 
had  pioneered,  as  they  had  done  in  Asia,  began  to  turn  their  educational  efforts  away 
from  the  Amerindians  and  toward  the  creoles.  The  Francisans,  the  Dominicans,  and  the 
Augustinians  who  had  concentrated  upon  teaching  the  Amerindians  in  their  own 
mother  tongues  were  left  further  behind  as  the  crown  began  to  stress  the  teaching  oi 
Spanish  and  the  Hispanization  of  the  New  World  as  further  means  of  strengthening  the 
rc\'ai  authoriw  from  Europe. 

in  both  New  Spain  and  in  Peru  the  mendicant  friars  prodigiously  established 
schools  in  connection  with  their  friaries,  convents,  and  the  village  and  city  churches. 


the  dispersion  of  la  tin-ca  teolic  educa  tion 


245 


The  Franciscans  were  the  most  energetic  and  effective  in  this  educational  mission 
durina  the  first  half  of  the  sixteenth  century.  Three  Flemish  Franciscans  began  the 
first  concentrated  educational  effort  in  New  Spain  when  they  arrived  in  1 522  shortly 
after  Cortes  had  conquered  the  Aztecs.  Peter  of  Ghent  established  the  first  school  for 
Indian  children,  concentrating  upon  the  sons  of  caciques  but  admitting  lower  class 
Indian  boys  as  well.  The  most  famous  of  the  early  schools  was  the  Colegio  de  San 
Francisco  in  Mexico  City  which  tauglit  Latin,  religion,  music,  painting,  and  sculpture, 
and  some  vocational  arts  and  crafts. 

The  next  year,  1523,  twelve  Spanish  Franciscans  arrived  in  Mexico,  fresh  from 
the  humanist  training  they  had  received  in  Spain  wliich  was  then  imbued  with  the 
spirit  of  Renaissance  reform  being  preached  by  Erasmus  in  the  name  of  Christian 
humanism.  These  reforms,  promoted  by  Cardinal  Jimenez  de  Cisneros,  were  sweeping 
through  the  Universities  of  Salamanca,  Valladolid,  and  the  new  University  of  Alcala  de 
Henares.  They  included  the  Erasmian  doctrine  that  just  as  the  pagans  of  classical  Rome 
achieved  greatness  without  Christianity  the  Europe  of  his  day  could  be  so  much 
greater  if  it  really  lived  up  to  its  Christian  ideals.  The  Franciscans  in  their  reform 
applied  the  same  line  of  thinking  to  the  Amerindians  whose  capability  for  greatness, 
they  said,  could  only  be  genuinely  realized  through  the  civilizing  influence  of  a 
purified  and  reformed  Christianity.  It  was  something  of  this  Renaissance  spirit  of 
classical  humanist  Christianity  that  imbued  the  reformed  branches  of  Franciscan  friars, 
ilie  Observants  or  Friars  Minor.  Their  university  study  of  the  classical  languages  as  well 
as  Spanish  gave  them  a  mind-set  of  interest  in  the  Amerindian  languages  and  cultures 
which  they  began  to  study  and  compile  into  grammars,  dictionaries,  and  histories  after 
their  arrival  in  America.  One  of  the  principal  promoters  of  Erasmian  humanism  was 
the  Franciscan  bishop  of  Mexico,  Juan  de  Zumarraga,  who  naturally  enough  en¬ 
couraged  humanistic  education  for  Amerindians  as  well  as  for  Spaniards. 

One  of  the  principal  beneficiaries  of  Zumarraga’s  interest  was  the  Colegio  de 
Santa  Cruz  founded  in  Mexico  City  under  Franciscan  auspices  in  1535-1536.  More 
humanistic  and  academic  and  less  vocationally  oriented  than  Peter  ot  Ghent’s  school, 
the  ColegiD  de  Santa  Cruz  stressed  Latin  grammar,  logic,  rhetoric,  and  philosophy  as 
well  as  music  and  religion.  Designed  primarily  to  produce  a  mature  elite  for  church  and 
state,  its  graduates,  who  could  converse  in  Latin,  assisted  in  translating  the  Christian 
scriptures  into  Amerindian  languages. 

Other  mendicant  friars  appeared  on  the  scene  in  Mexico,  Dominicans  in  1526, 
Augustinians  in  1533.  By  1559  there  were  some  eighty  Franciscan  friaries  with  380 
members,  forty  Dominican  with  210  members,  and  forty  Augustinian  with  like 
membership.  They  all  regularly  conducted  primary  schools  for  Indian  children  in  or 
near  their  friaries,  some  of  these  schools  dealing  with  300  or  400  to  1 ,000  pupils.  A 
third  major  secondary  school  was  established  in  1548  by  the  Franciscans,  the  Colegio 
de  San  Juan  de  Letran,  aimed  primarily  at  mestizo  boys.  The  crowning  educational 
achievement  in  New  Spain  was  the  establishment  of  the  University  of  Mexico  in  1551 
(operational  in  1553)  which  took  the  University  of  Salamanca  as  its  model;  it  even 
blazed  new  paths  by  opening  its  doors  to  mestizos  and  offering  courses  in  Amerindian 
languages  and  culture. 

Christian  humanism,  however,  suffered  major  setbacks  in  Spain,  where  it  soon 
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w-s  \vi:h  ProtestantisiTi.  Erasmus*  writings  were  condemned,  the  Counter- 

becan  lo  nick  up  m.omenium.  the  Inquisition  was  formed,  and  Snain 
*r'’k  over  ihe  m.antle  of  Catholic  absoiuiism.  The  Jesuits,  arriving  in  New  Spain  in 

-ad  ever  3GD  members  by  1600.  Their  chief  educational  institution  was  the 
CNtuN  de  Sjn  lidefoiiso.  The  mendicant  orders  lost  their  reform  ardor  in  trying  tc 
comrete  am.ons  themselves  or  with  the  Jesuits,  or  they  betook  themselves  to  the 
montiers  of  New  Snain.  which  meant  the  borderlands  to  the  north  in  v/hat  eventually 
was  to  becom.e  the  southwest  of  the  United  States.  There  they  established  frontier 
rnission  societies  comibining  religious  education  with  teaching  of  the  ways  of  life 
reauiied  to  change  from  hunting  and  gathering  to  sedentary  agriculture  as  basic  to 
their  continuin?  civilizing  mission.  The  Jesuits  joined  the  mendicants  on  the  frontiers 
o:  Northern  Mexico  and  in  the  interior  of  Paraguay,  displaying  the  advantages  ci 
disciDlined  and  orderly  work  habits  under  the  strictly  organized  authority  of  a  highly 
stratified  society.  In  these  ways  the  Amerindians  were  induced  or  forced  to  change 
their  folk  society  ways  to  civilized  ways. 

In  Peru  the  Dominicans  accompanied  Pizarro  on  his  second  intrusion,  and  the 
Franciscans  arrived  soon  after,  but  education  progressed  more  slowly  in  Peru  than  in 
New  Spain  as  a  result  of  continuing  Inca  resistance  and  civil  wars  among  the  factions 
of  conquistadores  themselves.  It  was  mid-century  before  schools  really  began  to  spread. 
The  Dominicans,  more  favored  by  the  conquistadores  than  the  Franciscans,  had 
established  about  sixty  schools  by  1551;  the  Franciscans  had  fifty-five  parishes  by 
1600;  the  Augustinians  arrived  in  1551.  Soon  after  the  Jesuits  arrived  in  1569  they 
began  to  establish  their  colleges,  secondary  level  institutions  with  a  heavily  humanistic 
content  aimed  largely  at  the  white  creole  population.  The  most  noteworthy  of  these 
was  the  Colegio  de  San  Pablo  in  Lima  which  prepared  students  for  the  University  of 
San  Marcos  and  even  competed  with  it  in  the  field  of  philosophy  and  theolog}v  Peru 
had  formally  moved  to  establish  a  university-level  institution  as  early  as  1551 ,  but  San 
Marcos  University  was  not  operational  until  the  1580’s.  In  general,  education  tor 
Amerindians  in  Peru  lagged  behind  that  of  Mexico,  in  part  because  of  the  later  start 
and  the  shorter  time  before  the  decline  of  interest  in  Amerindian  education  that  set  in 
during  the  latter  half  of  the  sixteenth  century. 

In  the  period  from  the  beginning  of  the  sixteenth  to  the  end  of  the  eighteenth 
ceniurv'^  the  basic  framework— primary,  secondary,  and  university— of  traditional 
humanistic  and  literary  forms  of  Western  education  was  transferred  to  Latin  America. 
There  were  signs  that  a  distinctive  variation  on  primary  education  for  the  conquered 
peoples  was  being  worked  out  in  the  first  half  of  the  sixteenth  century,  but  this 
declined  in  the  seventeenth  and  eighteenth  centuries  except  in  the  missions  of  the 
frontiers,  in  the  isolated  inland  or  upland  regions,  or  in  the  borderlands  to  the  North. 

Pri.mary  schools  for  the  Amerindian  elite  were  widespread  throughout  Spanish 
Am.erica  in  the  si.xteentli  century.  Typically  they  were  boarding  schools  for  children 
between  the  ages  of  seven  and  twelve,  during  which  time  the  boys  or  girls  would  be 
separated  from  their  families,  \111ages,  or  encomiendas  for  from  three  to  five  years. 
They  were  often  built  next  to  monasteries  or  churches,  virtually  as  appendages  to  the 
Christianizing  mission  of  the  mendicants.  The  curriculum  typically  centered  on  reading 
ana  wmhing  I  Latin  at  first,  but  the  Amerindian  languages  after  about  1530),  catechism 
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and  prayers,  and  religious  music  or  chanting.  The  discipline  was  strict,  as  befitted  the 
authoritarian  paternal  role  that  the  friars  adopted  toward  their  charges,  but  the  friar 
teachers  often  tried  to  use  pedagogical  methods  that  went  beyond  verbal  instruction. 
Thev  stressed  the  use  of  pictures,  plays,  drama,  processions,  fiestas,  music,  dancing, 
sindng.  prizes,  and  awards.  The  major  goal,  however,  was  always  to  convert  and  to 
make  conversion  stick. 

In  some  of  the  most  successful  variations  on  primary  education  the  Christianiz- 
ins  effort  was  combined  with  attempts  to  change  the  economic  basis  of  life  as  well  as 
tfe  religious.  Peter  of  Ghent’s  school  for  Amerindians  in  Mexico  City  was  such  a 
school  producing  artisans,  carpenters,  and  masons  as  well  as  artists.  Safi  Juan  de 
Letran,  also  in  Mexico  City,  was  originally  a  clinic  and  orphanage  that  became  a 
priniary  school  for  mestizo  boys  and  girls,  stressing  the  trades  and  vocations  as  well  as 
a  Diime  function  of  training  teachers  for  primary  schools.  In  many  places  special 
classes  for  Indian  girls  were  set  up  to  stress  the  European  domestic  arts  as  well  as 
relMon.  And  very  widespread  was  the  less  formal  but  effective  practice  of  teaching  the 
catechism  and  some  of  the  basics  of  literacy  to  the  children  of  the  village  or  town  in 
the  atrio,  or  courtyard,  of  the  church.  Some  of  these  patio  schools  reached  thousands 
of  children,  and  many  adults,  in  more  or  less  well  organized  classes  taught  by  friars, 
assisted  by  Amerindians  who  had  attended  primary  school,  and  supervised  by  adults  in 
me  community,  who  also  often  attended  the  classes. 

Still  more  effective  in  promoting  the  transformation  of  Amerindian  folk  so¬ 
cieties  in  the  direction  of  the  specialized,  differentiated,  and  urban  ways  of  life 
characteristic  of  traditional  civilization  was  the  mission  effort  on  the  borderlands  of 
New  Spain  to  the  north  where  Christianizing  and  civilizing  efforts  went  hand  in  hand 
in  developing  new  forms  of  settled  community  life: 

Indians  accordingly  were  taught  agriculture  and  stock  raising  and  a  variety 
of  crafts.  .  .  .  Franciscans  in  California  developed  elaborate  economic  complexes, 
the’  native  inhabitants  of  which  built  aqueducts,  dams,  and  reservoirs  and 
cultivated  gardens,  grain  fields,  orchards,  and  vineyards.  Indians  constructed 
buildings,  learned  carpentry  and  masonry,  operated  gristmills,  raised  cattle  and 
sheep,  tanned  hides,  wove  textiles,  and  made  wine,  shoes,  soap,  and  candles,  all 
under  Franciscan  supervision. .  .  .  everywhere  in  the  borderlands  they  introduced 
plows,  European  plants  and  seeds,  and  new  agricultural  techniques  in  addition  to 
Christianity.^'^ 

The  missionaries  even  developed  a  form  of  cooperative  “technical  assistance” 
whereby  the  more  advanced  Amerindians  of  Mexico  helped  to  civilize  the  less  ad¬ 
vanced  Indians  of  the  future  United  States-and  they  made  some  of  the  same  mistakes 
their  modern  successors  have  made: 

Indians  from  the  south  were  introduced  on  the  frontiers  as  aides  in  these 
processes  of  civilization.  They  came  as  colonists,  teachers,  and  models,  the 
purpose  being  to  instruct  by  example  in  orderly  social  living,  agriculture,  and 

"■^Gibson,  op.  cit.,  pp.  196-197. 
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Dolitical  officehoMLig.  .  .  .  The  fuM  native  commuiiity  had  judges  and  police,  a 
a  ^ail.  and  other  institutions  for  the  maintenance  of  internal  order,  all 
under  the  suner\ision  of  the  Spaniards.  But  it  should  be  added  that  these 
programs  often  lapsed,  most  mnssionaries  had  little  understanding  of  the  sorlal 
crsanization  of  the  peoples  among  whom  they  worked,  and  appointments  to 
native  office  were  sometimes  made  arbitrarily  and  thoughtlessly,^^ 

Of  course,  the  story  was  not  simply  one  of  mistakes  or  miscalculations  in  the 
civilizina  process;  ii  was  also  one  of  deliberate  “unciviliziiig/’  whereby  Amerindian 
students  in  the  mission  schools  of  Mexico  were  used  as  major  agents  in  destroying  the 
Aziec  temples,  idols,  and  even  manuscripts  of  great  religious  and  cultural  value.  They 
sometimes  did  this  with  overly  fanatical  zeal.  Students  also  furthered  the  uncMiizing 
process  b\'  spying  on  their  parents.  Some  missionaries  justified  the  destruction  of  the 
religious  traditions  of  the  Amerindian  cmlization  as  necessary  for  the  building  of 
Christianity.  Others  condemned  it  as  an  affront  to  humanity  itself. 

No  matter  how  benevolent  and  Christian,  conversion  was  a  program 
designed  to  impose  European  standards  upon  non-European  peoples.  The  com¬ 
mon  attitude  of  the  clergy^  was  one  of  authoritarian  paternalism,  and  in  various 
degrees  the  regime  that  they  imposed  was  maintained  by  force,  with  whipping 
posts,  stocks,  and  prison  cells.  ...  it  is  obvious  that  no  program  could  be  too 
tolerant,  for  this  would  defeat  the  purpose  and  weaken  the  effort  to  substitute 
Christianity  for  paganism. 

At  the  secondary  level  of  education  there  was  promise  of  designing  a  new  kind 
of  college  appropriate  to  a  social  transformation  which  would  honor  the  culture  of  ihe 
indigenous  civilization  as  well  as  adopt  some  of  the  values  of  the  alien  cmlization.  The 
most  famous  of  such  attempts  was  the  Coiegio  de  Santa  Cruz  which  the  Franciscans 
established  in  Mexico  City,  to  which  came  Amerindian  students  from  all  over  New 
Spain.  It  was  a  boarding  school  with  strict  and  severe  regulations  and  it  gave  a  high, 
quality'  Latin  education  in  the  humanistic  liberal  arts  with  some  of  the  sharpesi 
Franciscan  intellectuals  of  the  sixteenth  century  as  teachers,  including  Bernardino  de 
Sahagun.  It  soon  proved,  for  those  willing  to  look  and  listen,  that  Amerindians  were 
fully  capable  of  mastering  a  Western  education.  The  students  and  graduates  assisted 
Sahagun  in  wmting  his  monumental  history  of  Aztec  civilization  and  engaged  in  the 
consiruciion  of  Nahuatl  vocabularies,  grammars,  textbooks,  and  translations.  The 
graduates  not  only  became  translators  and  interpreters  but  also  teachers  in  primary 
schools  for  whites  as  well  as  Indians  and  clerks  in  government  administrative  offices. 
One  graduate,  Antonio  Valerino,  became  the  only  Indian  governor  in  Mexico  during 
the  sixteenth  centu,r\u 

But  critics  arose  to  argue  that  such  an  intellectual  education  for  Indians  would 
only  lead  to  heresy  and  poss,ibly  to  rebellion,  and  in  1555  the  Council  of  Trent 
forbade  the  creation  of  an  Indian  priesthood-  As  a  result,  Santa  Cruz  began  to  decline 

198. 
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fate  in  the  sixteenth  century,  and  secondary  education  turned  more  and  more  to  the 
creole  population  with  the  standard  humanist  curriculum  of  the  Jesuits’  ratio  stu- 
dionim  dominating.  The  opponents  of  the  Colegio  de  Santa  Cmz  were  probably 
craelly  correct  in  their  judgment  that  a  large  scale  development  of  secondary  educa- 
non  for  Amerindians  would  have  led  to  the  rise  of  an  indigenous  intellectual  elite-and 
rebellion. 

In  the  short  run,  secondary  education  would  have  provided  increasingly  com- 
retent  members  for  the  bureaucracy,  the  civil  service,  and  the  teaching  profession  (had 
these  functions  also  been  opened  to  Amerindians).  And  in  the  long  run  it  would  have 
produced  an  intellectual  elite  that  might  have  taken  the  leadership  in  achieving 
self-sovernment  and  independence,  as  happened  so  widely  in  the  twentieth  century  in 
many  of  the  new  nations  of  Asia  and  Africa.  But  this  did  not  happen  in  Spanish 
America,  instead,  the  Spaniards  did  not  educate  Amerindians,  still  less  Africans,  for 
self-rule.  They  imposed  a  white  traditional  Western  society  on  top  of  subject  popula¬ 
tions.  and  they  concentrated  their  educational  attention  upon  the  intellectual  elite  of 
ilie  ruling  white  classes.  Eventually,  it  was  the  upper  class  creoles  who  threw  off 
Snanisli  peninsular  rule  in  the  early  nineteenth  century,  but  this  did  not  change  the 
society  very  much.  Social  transformation  and  genuine  modernization  in  Latin  America 
had  to  wait  until  the  twentieth  century. 

One  of  the  reasons  for  the  continuity  and  stability,  some  would  say  stagnation, 
of  Hispanic  society  in  America  for  some  three  to  four  hundred  years  was  the 
traditional  character  of  higher  as  well  as  secondary  education.  Predominantly  religious 
and  thoroughly  aristocratic,  the  twenty-six  universities  that  were  founded  to  the  end 
of  the  eighteenth  century  carried  on  a  heavily  medieval  university  tradition,  respond¬ 
ing  to  the  new  currents  of  the  Enlightenment  almost  a  century  later  than  in  Northern 
Europe  or  in  Northern  America.  The  first  move  to  establish  a  university  in  the  New 
World  had  been  made  by  the  Dominicans  when  Pope  Paul  III  authorized  the  founding 
of  the  University  of  St.  Thomas  Aquinas  in  1538  in  Santo  Domingo  with  all  the 
privileges  and  rights  pertaining  to  the  Universities  of  Alcala,  Salamanca,  or  other 
Spanish  universities.  We  have  already  mentioned  the  Universities  of  Mexico  and  San 
Marcos  which  began  operation  in  1553  long  before  Santo  Domingo  was  functioning. 

Other  major  universities  were  founded  in  Bogota,  Guatemala  City,  Cordoba, 
Quito.  Havana,  and  Caracas. At  first  the  Dominicans,  and  then  later  the  Jesuits, 
were  the  most  enterprising  in  promoting  the  establishment  of  universitites,  often 
engaging  in  bitter  disputes  over  jurisdiction  and  privileges.  Typically,  a  major  uni¬ 
versity  boasted  the  four  medieval  faculties  of  arts,  theology,  law,  and  medicine.  The 
faculty  of  arts  was  usually  held  in  fairly  inferior  position,  often  scarcely  distinguishable 
from  the  colegio  and  usually  considered  to  be  preparatory  to  the  highest  prestige 
faculty  of  theology,  which  meant  that  the  universities  were  basically  training  grounds 
for  the  clergy.  Law  also  became  popular  for  the  growing  administrative  classes  in  the 
course  of  the  seventeenth  century,  but  medicine  was  often  in  low  repute  because  of 
the  absence  of  competent  physicans  as  teachers.  The  popularity  of  university  study  as 
a  sip  of  upper-class  status  is  attested  to  by  the  estimate  that  some  1 50,000  university 

"  See  German  Latin  America:  A  Cultural  History ,  Knopf  New  York,  1967,  pp.  150  ff. 
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cerees  (ir.dudins  30.0Q'0  doctorates)  were  granted  in  Spanish  America  during  the 


Tdo  cften.  however,  the  acquisition  of  a  university  degree  was  looked  uponbv 
the  American  creoles  as  a  badge  of  equality  or  even  superiority  to  the  peninsular 
Snaniards  v/:th  whom  they  had  to  compete  for  public  and  clerical  office.  So  a 
university  education  became  not  so  much  a  professional  preparation  for  supericr 
accommlishment  or  public  semce  to  the  general  welfare  as  a  credential  of  upper-class 
status.  Consequently  the  impems  to  change  the  medieval  university  curriculum  or 
adapt  It  to  the  conditions  of  America  was  fairly  slight: 


In  Spanish  America  the  universities’  systematized,  authoritarian  pedagogy; 
made  them  the  custodians  of  a  pre-established  knowledge.  The  parading  o: 
knowledge  became  the  scholars  goal.  Scholarship  depended  upon  intellectual 
intensification  and  memorization  and  verbal  manipulation  rather  than  investiga¬ 
tion  or  innovation  of  anv-  kind.^^ 

In  sum,  to  the  middle  or  end  of  the  eighteenth  centuiy^  the  secondaiy^  and  higher 
educational  patterns  transfened  from  Spain  to  Spanish  America  turned  out  to  be 
predominantly  classical,  humanistic,  literaiy,  and  Christian  with  the  aim  focused  upon 
training  an  educated  clergy  and  with  pedagogv^  confined  largely  to  a  pedantic 
formalism.  The  scientific  realism  that  was  becoming  so  important  in  Europe  and  North 
America  in  the  seventeenth  and  eighteen  centuries  scarcely  affected  Spanish  America. 
It  was  almost  all  Renaissance  and  Counter-Reformation  in  style  and  purpose. 

The  early  Franciscans  who  argued  that  the  Amerindians  could  be  Christianized 
through  their  own  languages  without  induction  into  the  full  panoply  of  Spanish 
culture  and  language  may  have  been  humanitarian  and  anthropologically  wise,  but  as  it 
riurned  out  Hispanization  won  the  day  in  Latin  American  education.  The  crown 
wanted  the  Spanish  language  as  a  common  tongue  for  ruling  a  vast  empire  beset  by 
large  numbers  of  indigenous  oral  languages.  Charles  V  had  set  out  in  ^cedula  of  1550 
to  order  the  establishment  of  schools  to  teach  Spanish  to  the  Amerindians,  but  this 
was  not  carried  out,  and  Philip  11  in  1596  simply  said  Spanish  teachers  should  be 
available  in  the  vEages  to  teach  any  Indians  who  wished  to  learn  Spanish.  As  a  result 
ef  the  policy  of  Hispanization  of  education  and  the  virtual  exclusion  of  Amerindians 
and  Africans  from  formal  education,  the  speaking  of  an  Amerindian  language  became 
one  of  the  major  signs  of  subjection  and  lower-class  status  even  more  important  in 
some  respects  than  biological  race.  This  has  led  to  a  classification  of  members  of 
Larin  Am.erican  society  on  the  basis  of  ‘‘social  race,”  including  such  sociocultural 
factors  as  education,  language,  custom,  or  wealth  as  well  as  ancestry  or  appearance. 

In  :l:e  Philippines 

The  Spanish  conquest  of  the  Philippines  had  far  different  results  for  the  education  of 
Fdipinos  trom.  that  of  Amerindian  America.  Augustinian  friars  accompanied  Legaspi  in 
io6o  when  he  renewed  Spanish  claims  to  the  Philippines,  nearly  50  years  after  the 

''"Gibser:.  ep.  cir.,  p.  13i. 
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islands  had  been  touched  by  Magellan.  Within  fifteen  years  the  Franciscans,  Domini¬ 
cans,  and  Jesuits  had  all  arrived,  and  by  1600  it  is  estimated  that  some  400  mission¬ 
aries  were  at  work.  Even  though  the  Philippines  were  officially  ruled  from  Mexico  City 
as  an  outpost  of  New  Spain  and  such  institutions  as  audlencia  and  enco?menda  were 
imported  from  New  Spain,  the  secular  clergy  never  gained  predominance  over  the 
rriissionar}'  orders  in  the  same  way  they  did  in  Spanish  America.  For  their  part  the  four 
orders  maintained  an  aggressive,  almost  conquistadorial  zeal  for  Christianization  not 
onlv  of  the  Philippines  but  also  of  China  and  Japan.  Only  Spanish  or  Spanish- 
Neapolitan  clerics  were  allowed  in  the  Philippines,  so  the  effort  possessed  a  homo¬ 
geneity  not  achieved  in  the  rest  of  Asia. 

As  a  result  of  this  massive  mission  effort  and  the  absence  of  a  matured  literate 
civilization  among  the  Filipinos  the  Spanish  efforts  at  Christianization  were  more 
successful  in  the  Philippines  than  those  of  any  Western  nation  in  Asia.  The  missionaries 
learned  the  local  languages,  established  primary  schools  widely  through  the  islands, 
introduced  the  Roman  alphabet  for  the  vernacular  languages,  and  spread  literacy  to 
large  numbers  of  Filipinos  through  both  religious  and  secular  subjects. 

Unhampered  in  their  devotion  to  educating  as  well  as  Christianizing  the  Filipinos 
by  a  large  immigration  of  colonial  Spaniards,  the  missionaries  did  not  divert  education 
from  the  indigenous  population.  Indeed,  secondary  schools  and  colleges  as  well  as 
primary  schools  were  established  to  train  an  indigenous  priesthood  and  teaching  cadre. 
By  the  mid-seventeenth  century  some  of  the  Hispanic  and  humanistic  studies,  stressing 
Latin,  Greek,  philosophy,  theology  and  even  law  and  medicine  attained  university 
status.  Because  there  was  only  a  thin  layer  of  Spanish  officials  to  administer  the  islands 
on  behalf  of  the  Spanish  crown,  the  educated  Filipinos  began  to  serve  the  bureaucracy 
as  clerks  and  lower  officials  as  early  as  the  seventeenth  century.  Eventually,  the 
secondary  and  higher  schools  produced  a  Western-educated  Spanish  speaking  elite  who 
formed  the  nucleus  of  anti-Spanish  movements  in  the  nineteenth  century.  In  this 
respect  Spanish  education  in  the  Philippines  served  a  purpose  closer  to  that  of  English 
education  in  India,  or  French  education  in  Vietnam  than  Spanish  education  did  in 
New  Spain. 

In  the  classic  cases  of  Western  imperialism  three  discernible  patterns  of  educa¬ 
tion  emerged.  Where  a  relatively  small  but  rotating  class  of  Western  administrators 
ruled  Asian  or  African  peoples  on  behalf  of  the  sovereign  at  home,  one  pattern  of 
education  was  to  raise  up  a  small  indigenous  elite  trained  in  Western  education  as  the 
British  did  in  India,  and  the  British  and  French  did  in  Africa.  A  second  pattern  was  the 
one  we  have  described  for  Spanish  America:  a  Western  education  primarily  for  the 
\Wstem  colonists  who  established  their  society  on  top  of  an  indigenous  civilization. 
Despite  being  a  minority  in  the  population,  the  white  colonists  nevertheless  dominated 
the  political  and  economic  as  well  as  the  cultural  and  educational  scene. 

In  French  Canada 

A  third  pattern  was  that  of  the  British  and  the  French  who  went  to  North  America  to 
establish  their  particular  fragments  of  European  civilization,  paying  relatively  little  or 
fio  attention  to  the  indigenous  societies  they  found  in  their  way,  striving  mainly  to 
ignore  them  or  to  drive  them  away.  As  it  turned  out,  the  version  of  education 
transplanted  to  the  British  colonies  of  the  Atlantic  seaboard  of  North  America 
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relatively  soon  took  cn  a  character  of  its  own  which  was  eventually  to  influence  not 
onlv  the  very  rcots  of  the  Western  European  education  from  which  it  sprang  but  also 
the  develcpntent  of  education  in  some  of  the  traditional  societies  of  Asia  and  Africa, 
MearAvhile.  the  version  of  Western  education  transferred  to  the  New  France  of  Canada 
was  to  beconte  one  of  ilte  most  conservative  elements  of  a  highly  traditional,  and 
relatively  unchanging  society. 

Althoudi  the  St.  Lawrence  was  explored  by  Cartier  as  early  as  1535,  the  first 
permanent  settlemients  were  not  made  in  Quebec  until  1608  under  the  leadership  of 
Champlain.  Scon  diereafier  the  teaching  orders  of  the  Catholic  Church  began  to 
establish  schools:  the  Gray  Friars  as  early  as  1616,  followed  by  the  Jesuits,  the 
Sulpicians,  the  Ursulines.  and  the  Sisters  of  the  Congregation  of  Notre  Dame  founded 
Ln  .Montreal  in  1657.  Most  of  these  schools  concentrated  on  the  rudiments  of  reading, 
wriiing.  arithmetic,  religion,  a,iid  a  bit  of  geography  and  history.  The  Jesuits  provided 
what  secondare  or  higlier  education  there  was,  a  college  in  Quebec  that  offered  the 
standard  classical,  humanist  course.  For  a  population  that  amounted  to  around  10,000 
persons  by  1700  the  church  orders  had  established  some  two  dozen  schools,  a  notable 
achievement  ,in  comparison  with  the  availability  of  primary  schools  in  France  itself. 

The  foundmg  of  new  schools  tapered  off  toward  the  end  of  the  seventeenth 
centurv' ,  reflecting  no  doubt  the  drastic  decline  in  new  immigration  from  France  after 
1681.  In  fact  the  1660s  and  1670s  marked  a  significant  turning  point  in  French 
Canadian  history.  Prior  to  that  time  the  colony  had  been  fostered  by  a  series  of  trading 
companies  that  had  stressed  the  com,merciai  importance  of  the  fur  trade  and  had 
attracted  a  fairly  liberal  variety  of  bourgeois  Frenchmen,  including  .Huguenots.  In 
1663,  however,  the  colony  was  transferred  out  of  the  hands  of  the  Company  of  New 
France  into  the  hands  of  a  royal  governor  and  an  intendant  (administrator)  directly 
responsible  to  Louis  XIV  and  his  ministers  in  Paris.  From  tliis  point  forward  the 
absolutism  and  the  economic  mercantilism  that  were  reaching  a  high  point  in  France 
were  increasingly  reflected  in  French  Canada.  From  1665  to  1672  under  an  especially 
vigorous  intendant,  Jean  Talon,  population  increased  and  the  colony  reflected  the 
dynamism  of  the  highly  centralized  regime  of  France  at  the  height  of  its  European 
power.  Under  the  stimulus  of  Bishop  Francois  Xavier  de  Leval  in  the  1660s,  Jesuit  and 
Sulpidan  seminaries  were  founded  in  Quebec  and  Montreal  for  the  advanced  training 
of  Catholic  priests  and,  reflecting  the  economic  momentum  in  France  itself,  technical 
schools  for  promoting  the  trades  and  agriculture  were  also  established. 

Absolutism.,  however,  began  to  take  its  toll.  A  seigneurial  system  of  land  tenure 
injected  a  kind  of  feudalism  into  New  Fra,nce  that  lasted  much  longer  than  in  old 
France.  WTule  it  was  less  severe  in  its  demands  for  dues  and  obligations  required  of  the 
hahiiarj  who  worked  the  land,  it  nevertlieless  contributed  a  traditionalizing  factor  to 
Quebec  society  iliat  saw  tliree-hundred-year-old  remnants  surviving  to  the  1960s. 
Absolutism  also  mandated  carefully  restricted  immigration  in  order  to  keep  the 
outflow  from  France  under  strict  control.  WMe  10,000  people  left  France  for  Canada 
in  a  matter  of  150  years  to  the  mid-eighteenth  century,  the  English  sent  out  as  many 
as  4-0 ,000  to  50,000  to  their  American  colonies  in  a  matter  of  two  or  three  decades  in 
die  mid-seveiiieenth  centuiyu  By  1750  French  Canada  had  grown  to  approximately 
50,000  pepuhtion,  wMe  English  .America  had,  grown  to  1  million,  even  though  France 
w'as  probably  twice  as  large  as  England. 
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Even  more  important  than  the  numbers,  perhaps,  was  the  character  of  the 
munigration.  Protestants  had  never  been  particularly  welcome  in  New  France,  but 
after  the  revocation  of  the  Edict  of  Nantes  in  1688  as  many  as  200,000  Huguenots 
fled  from  France  to  the  profit  of  Holland,  Germany,  and  English  America  but  not  of 
French  Canada.  The  loss  of  their  urban  skills  and  the  quieting  of  the  ferment  of  their 
inteUectual  and  religious  dissent  further  served  to  strengthen  the  traditional  character 
of  New  France,  already  homogenized  by  the  absence  of  lawyers  and  judges  and 
Jansenists  who  had  struggled  against  the  growth  of  Louis’  absolutism  in  metropolitan 
France. 

To  be  sure,  the  absolutism  did  not  become  the  despotism  that  brought  on  the 
French  Revolution,  but  it  did  serve  to  build  a  social  and  cultural  tradition  far  different 
from  that  which  began  to  develop  in  the  English  colonies  to  the  south  by  the  end  of 
the  seventeenth  century.  The  seeds  of  modernism  much  more  rapidly  grew  to  a 
healthy  growth  in  the  more  liberal  and  heterodox  soil  that  developed  in  Anglo-Protes- 
tant  America  in  the  eighteenth  and  nineteenth  centuries.  Indeed  the  plants  that 
produced  those  seeds  in  sixteenth-  and  seventeenth-century  England  were  considerably 
different  from  those  of  the  France  of  the  same  period. 


CHAPTER  VIII 


THE  DISPERSION 
OF  ANGLO-PROTESTANT 
EDUCATION 

(1400  A.D.-1700  AD.) 


A.  LUTHERAN  AND  CALVINIST  VARIATIONS  ON 
THE  REFORMATION  THEME 

One  of  the  far-reaching  trends  that  the  Protestant  Reformation  accelerated  in  northern 
Europe  was  the  spread  of  civil  control  of  education  and  the  accompanying  idea  that 
education  from  top  to  bottom  ought  to  be  sponsored  by  the  state  for  sectarian 
religious  puposes.  Lutheran  and  CaMnist  reformers  promoted  this  movement  across 
the  face  of  Western  Europe.  For  example,  when  the  Lutheran  church  in  German  lands 
became  closely  allied  with  the  state,  the  church  and  its  schools  virtually  became  a 
branch  of  civii  administration  in  which  the  clergy  and  teachers  were  appointed  by  the 
head  of  state.  Thus,  under  the  stimulus  of  Luther  and  his  followers,  Bugenhagen  and 
Melanchthon,  the  Protestant  rulers  were  urged  to  reform  their  schools  by  civil  action. 
As  a  result,  several  of  the  German  states  and  free  cities  issued  civil  codes  for  the 
conduct  of  schools. 

The  school  code  of  Wiirttemberg  in  1559  was  one  of  the  most  far-reaching, 
providing  for  the  establishment  of  vernacular  elementary  schools  to  teach  boys  and 
girls  reading,  writing,  arithmetic,  music,  and  religion.  These  schools  were  to  be 
established  in  every  village  and  to  be  taught  by  the  church  sexton.  Latin  secondary 
schools  were  also  to  be  set  up  to  train  boys  for  leadership  in  the  church  and  state  and 
for  the  university  at  Tiibmgen.  Other  states  followed  the  Wiirttemberg  code,  notably 
Saxony  in  1 580. 

Another  important  code  was  issued  by  the  state  of  Saxe-Gotha  in  1642, 
provicing  lor  compulsory  attendance,  .higher  salaries  for  teachers,  free  textbooks, 
supervision  of  instructioii,  a  graded  class  system,  and  more  realistic  studies.  Other 
important  cities  that  reorganized  their  schools  by  action  of  the  civil  authorities  were 
Brunswick.  Weimar,  Nuremberg,  Hamburg,  Wittenberg,  and  Strasbourg.  In  the  seven¬ 
teenth  centuiy^  several  states  enacted  compulsory  attendance  laws,  including  Wurttem- 
berg  and  Saxo.ny.  This  effort  to  spread  vernacular  education  in  Lutheran  lands  met 
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wiih  considerable  success.  Older  Catholic  parish  schools  and  town  schools  were 
'"orsanized  wherever  possible  or  legislated  out  of  existence,  and  new  schools  were 
«tab!ished.  Denmark  and  Sweden  also  took  steps  to  reform  their  schools  along 

Lutheran  lines. 

The  vernacular  curriculum  included  reading  Luther’s  translations  of  the  Bible 
and  Asso-p's  Fables  and  learning  his  catechism,  singing  the  Lutheran  hymns,  possibly 
sTiidyina  some  history  and  arithmetic  (although  the  earlier  reckoning  schools  main- 
rained  their  superiority  in  arithmetic),  and  performing  some  physical  activity.  The 
h-rsic  four  R’s  (reading,  writing,  arithmetic,  and  religion),  along  with  music  and  some 
history  and  physical  education,  became  the  staple  curriculum  of  the  common  vernac- 

uiar  schools  in  Lutheran  lands. 

Despite  his  interest  in  vernacular  education  for  the  common  people,  Luther 
always  felt  that  the  Latin  school  was  the  prime  educational  agency  for  promoting  the 
Reformation  in  Germany.  This  confluence  of  humanism  and  evangelical  religion 
-roved  to  be  particularly  efficacious  in  Germany.  Even  though  early  gains  for  human¬ 
ism  had  been  made  in  the  mid-fifteenth  century  by  Agricola  and  by  Reuchlin,"  it  was 
not  until  Luther  came  under  the  influence  of  Erasmus  between  1 500  and  1 520  that 
■he  real  reformation  of  German  schools  began.  In  those  days  of  intense  religious 
controversy,  Luther  became  convinced  that  it  was  the  classical  school  which  would 
best  prepare  Lutheran  leaders  to  defend  and  propagate  the  Lutheran  faith  in  competi¬ 
tion  with  Catholic  leaders.  Luther  wanted  even  the  elementary  schools  to  teach  Latin; 
but  when  he  despaired  of  the  abilities  of  the  common  people,  he  put  more  emphasis 
than  ever  upon  the  secondary  schools  and  upon  rhetoric  as  the  chief  instrument  of 
persuasion. 

Luther’s  faithful  lieutenant,  Melanchthon,  who  had  charge  of  reorganizing  secon¬ 
dary^  education  in  Lutheran  Germany,  was  a  thoroughgoing  classical  humanist  as  well 
as  a  dedicated  religionist,  loving  Greek  as  well  as  Latin  and  contemptuous  of  the 
vernacular.  Melanchthon  was  extraordinarily  active  in  establishing  classical  schools.  He 
also  wrote  numerous  textbooks  on  the  seven  liberal  arts,  being  careful  to  select  only 
those  authors  who  were  duly  pious.  Also  influential  was  Johann  Sturm,  whose 
organization  of  secondary  schools  into  regular  classes  on  the  basis  of  proiiciency  laid 
the  foundations  of  the  German  gymvtasium.  In  his  school  at  Strasbourg  Sturm  divided 
the  curriculum  into  ten  graded  classes,  each  to  be  taught  by  a  different  teacher  and 
each  to  follow  a  prescribed  curriculum.  Learning  Latin  was  the  exclusive  task  of  the 
first  three  years,  then  Greek  was  added  from  the  fourth  class  on.  In  the  senior  section 
of  six  years  the  course  branched  out  to  the  seven  liberal  arts  and  the  lectures  were 
open  to  the  public.  Throughout,  Sturm  sought  to  combine  Christian  teachings  with 
detailed  study  of  the  literary  classics.  He  was  one  of  the  most  successful  practitioners 
of  the  pietas  litterata.  He  helped  to  prove  the  generalization  that  there  was  a  stronger 
alliance  between  religion  and  humanism  in  northern  Europe  than  in  Italy. 

In  Germany,  the  courts  and  the  schools  accepted  the  humanist  learning  before 
the  universities  did.  Lectures  on  classical  antiquity  were  attempted  as  early  as  the 

Reuchlin  bad  been  outstanding  in  his  promotion  of  Hebrew  as  a  scholarly  classical  language.  In  his 
defense  of  Hebrew  writings  against  those  who  would  burn  the  books  of  Jews  as  heretical,  he  was 
able  to  strike  an  early  blow  against  the  book  burners  and  in  favor  of  tolerance  and  intellectual 
freedom  in  the  field  of  scholarship. 
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latter  part  of  the  fifteentli  centun^  but  they  met  with  little  response  by  the  iiniYersi- 
ties  until  after  1500.  Then,  as  the  religious  reformers  adopted  the  new  learning,  it 
gradually  was  accepted  by  the  universities  under  the  leadership  oi  a  reform  group  at 
Erfurt  and  Tubingen  and  especially  at  Wittenberg  and  Nuremberg  under  the  impetus  of 
Melanchthon.  However,  the  Reformation  wars,  dogmatic  religion,  and  oppressive  state 
control  virtually  turned  the  German  universities  into  centers  of  theologicai-minded- 
ness.  Lutheran  rulers  molded  their  universities  to  serve  Lutheran  purposes,  and 
Catholic  rulers  did  likewise  for  Catholic  purposes.  The  universities  at  Wittenberg. 
'Leipzis.  Frankfurt,  Tiibingen,  and  Rostock  became  Lutheran,  while  new  Lutheran 
universities  were  founded  at  Marburg,  Jena,  Strasbourg,  and  Konigsberg.  Although  the 
union  of  theology'  with  humanism  had  preserved  some  of  the  vitality  of  the  humanistic 
interests,  most  German  universities  had  sunk  to  a  low  level  under  the  weight  of 
theological  interests  by  the  end  of  the  seventeenth  century.  The  revival  during  the 
eighteenth-century'  Enlightenment  was  to  see  the  German  universities  emerge  into  the 
first  rank  in  the  world,  a  position  they  maintained  until  the  Hitler  regime  of  the 
twentieth  century. 

Calvin’s  theocratic  theorys  according  to  which  the  state  was  essentially  an  arm  of 
the  church,  stimulated  the  growth  of  civil  control  of  education  in  Calvinist  countries 
even  more  than  in  Lutheran  lands.  In  Geneva,  the  state  set  up  religious  schools  and 
enforced  attendance  for  the  benefit  of  the  church.  In  the  Netherlands,  when  the  Dutch 
Reformed  Church  came  into  power,  it  proceeded  to  adapt  the  town  schools  already  in 
existence  to  its  religious  purposes.  The  Synod  of  the  Hague  in  1 586  provided  for  the 
establishment  of  schools  in  the  cities,  and  the  Synod  of  Dort  in  1618  provided  for  the 
establishment  of  schools  to  give  free  instruction  to  poor  children  in  ail  villages  under 
the  control  of  civil  magistrates.  In  Scotland  where  King  James  I  had  decreed  in  the 
fifteenth  century  that  public  schools  should  be  maintained  as  one  means  of  reforming 
the  clergy  and  promoting  literacy,  the  General  Assembly  of  the  Presbyterian  Church, 
following  John  Knox’s  proposals  in  the  First  Book  of  Discipline,  recommended  to  me 
Scottish  Parliament  as  early  as  1 560  that  primary  schools  should  be  set  up  in  every 
parish  and  secondary  schools  in  every  major  town.  After  the  Presbyterian  Church  was 
made  the  state  church  in  1592,  Parliament  passed  laws  in  1616,  1633,  and  1646 
providing  for  schools  in  every  parish. 

Like  Luther,  Calvin  strongly  advocated  vernacular  schools  in  which  children 
could  be  taught  Ms  catecMsm,  the  three  R’s  in  the  vernacular,  and  the  singing  o! 
hymns.  The  Huguenots  carried  this  type  of  school  into  France,  and  the  German 
Reformed  Church  (teaching  in  German,  of  course)  attempted  to  do  the  same  in  the 
territories  of  western  Germany.  In  the  Netherlands  the  Dutch  Reformed  Church  set  up 
what  may  have  been  the  best  vernacular  schools  of  any  country  in  Europe.  Here  again, 
stimulated  by  the  practical  needs  of  the  commercial  cities  of  the  Netherlands,  the 
Dutch  schools  taught  the  three  R’s  and  religion  for  boys  and  girls.  This  system 
doubtless  had  an  influence  upon  the  Puritans  of  England  and  America,  as  w^ell  as  on 
the  Dutch  settlers  in  America. 

There  was  a  long  tradition  of  devotion  to  classical  studies  in  the  Low  Countries. 
One  example  of  tMs  tendency  is  furnished  by  the  clerical  and  lay  society  known  as  the 
Brethren  of  the  Common  Life,  founded  in  the  Low  Countries  in  the  tourteenth 
century'  by  Gerhard  Groot,  The  members  of  this  society  spent  much  of  their  time 
earning  their  livelihood  by  copying  manuscripts.  Gradually  they  began  to  give  instruc- 
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tion  in  the  town  schools  and  eventually  established  their  own  schools  in  such  cities  as 
Deventer,  Brussels,  and  Antwerp.  Their  orientation  remained  heavily  medieval,  but  the 
classics  were  introduced  into  their  curriculum  in  the  late  fifteenth  century.  Out  of  this 
iradition  came  the  greatest  of  the  humanists,  Erasmus,  who  was  also  the  chief 
exponent  of  the  pietas  litterata. 

In  Geneva,  Calvin  also  put  great  emphasis  upon  the  study  of  the  classics  in  order 
that  ‘True”  religious  scholars  might  read  the  Scriptures  in  the  original  languages  of 
Greek,  Hebrew,  and  Latin  and  not  be  obliged  to  depend  upon  Catholic  interpretations. 
He  once  said  that  only  those  boys  who  could  not  study  the  classics  profitably  should, 
as  second  best,  study  the  vernacular.  Calvin  had  tauglit  at  Strasbourg  and  modeled  his 
schools  upon  Sturm’s.  He  shortened  the  curriculum  to  seven  years  and  introduced 
some  vernacular  French,  but  the  prime  object  was  still  to  train  leaders  in  classical 
scholarship  and  rhetoric  in  order  to  defend  and  propagate  the  Calvinist  faith. 

Calvin’s  higher  institution  of  learning,  the  academy  at  Geneva,  was  the  capstone 
of  Ms  educational  system.  The  academy  was  apparently  very  successful  at  the  outset, 
enrolling  several  hundred  students  the  first  year.  Emphasizing  constant  religious 
devotions,  the  curriculum  included  the  classics,  the  usual  liberal  arts,  ethics,  poetry, 
physics,  and  theology.  Obviously  designed  to  prepare  preachers,  theologians,  and 
teachers  for  the  Calvinist  world,  Geneva  was  used  as  the  mode!  for  the  University  of 
Leiden  in  the  Netherlands,  University  of  Edinburgh  in  Scotland,  and  Emmanuel 
College  of  Cambridge  University  in  England.  Of  the  several  universities  established  in 
the  Netherlands  in  the  sixteenth  and  seventeenth  centuries,  those  at  Leiden,  Amster¬ 
dam,  and  Utrecht  became  outstanding  centers  of  scholarship  and  Calvinist  religion. 
The  Scottish  universities  founded  in  this  period  under  Presbyterian  auspices  achieved 
special  preeminence  during  the  eighteenth  century%  notably  Edinburgh  and  Aberdeen. 

B.  THE  EDUCATIONAL  REVOLUTION  IN  ENGLAND 

in  the  two  and  a  half  centuries  between  1400  and  1650  England  proved  to  be  the 
scene  of  the  most  spectacular  developments  in  Western  education.  This  radical  turn  of 
events  was  the  result  of  a  peculiar  interplay  of  the  social  and  educational  forces  that 
were  operating  in  other  parts  of  Europe  and  the  world.  These  included  the  political 
dnve  to  national  authority,  in  which  the  crown  and  Parliament  vied  for  power,  the 
struggle  among  social  classes  in  wMch  the  rural  gentry  and  urban  commercial  classes 
were  strengthened,  the  relatively  amicable  religious  settlement  among  Protestants  and 
Catholics,  and  a  fairly  reasonable  kind  of  settlement  of  the  tension  between  humanist 
and  medieval  learning.  We  shall  first  sketch  briefly  the  interweaving  of  the  forces  that 
produced  the  “new”  education  in  England  and  then  describe  the  overall  characteristics 
of  the  expansion  and  structure  of  English  education  as  they  took  form  toward  the  end 
of  the  seventeenth  century. 

Forming  the  New  Tradition: 

Humanist,  Protestant,  Civil,  and  Gentle 

WTdle  the  Renaissance  ferment  was  bubbling  over  into  educational  programs  and 
practices  in  Italy  and  in  the  Low  Countries  during  the  fifteenth  century,  relatively 
little  humanist  activity  was  touching  English  education.  But  this  does  not  mean  that 
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siznivzirA  n^venren:  was  lacking  in  England.  Ver\^  important  expansionist  trends  were 
unde:  wav  cha:  were  lo  mix  in  with  humanist  influences  when  they  did  flood  into 
England  in  the  sixteenth  century.  The  development  of  town  life  led  to  demands  that 
schools  be  set  un  by  ihe  municipal  borough  governments.  Even  though  the  Enshsh 
towns  were  smaller  than  the  bustling  cities  of  Italy  and  northern  Europe,  thev 
neveriheiess  took  steps  to  establish  their  own  schools  as  well  as  undertake  greater 
control  over  such  other  civic  affairs  as  trade,  miarkets,  and  hospitals.  This  w’as  one  sign 
that  the  urban  middle  classes  were  seeking  more  educational  training  for  advancement 
in  civil  as  well  as  comimercial  careers.  Private  teachers,  borough  schools,  and  founda¬ 
tions  for  chantry  schools  all  gained  considerable  support. 

The  monopoly  which  the  church  had  exerted  over  education  for  a  tIious.and 
years  was  being  challenged  in  England  as  it  was  in  the  cities  of  northern  Europe.  The 
right  of  the  church  foundations  to  license  new  teachers  was  being  questioned,  and  the 
right  of  parents  to  send  their  children  to  any  school  they  pleased  was  asserted  by  a 
statuie  of  labourers  as  early  as  1406.^  Outside  the  towms,  as  the  gentry  steadily  gained 
a  larger  place  in  the  administrative  as  w^ell  as  the  economic  life  of  the  country,  they 
began  to  promote  the  spread  of  village  and  parish  schools  as  well  as  joining  with  the 
upper  aristocracy  in  contributing  to  foundations  which  would  support  a  priest  or  two 
to  pray  for  their  souls  and  to  teach  school  on  the  side. 

During  the  fifteenth  centur}'^  the  endowment  principle  in  England  went  beyond 
the  medieval  chantries  to  include  foundations  designed  specifically  for  the  establish- 
ment  of  grammar  schools.  WTien  wealthy  individuals  or  groups  contributed  money  for 
the  founding  of  schools,  secular  control  was  being  exerted  where  church  control  had 
been  dominant  before.  The  first  of  these  foundations,  which  was  the  origin  of  the 
English  public  schools,  was  instituted  by  William  of  Wykeham  in  1 382  at  Winchester  in 
connection  with  New^  College,  Oxford;  the  second  was  founded  at  Eton  in  1440  under 
Heniy^  VI  in  association  with  King’s  College,  Cambridge.  The  teachers  were  thus  not 
directly  responsible  to  church  authorities,  for  the  schools  had  a  corporate  existence 
independeiit  of  church  control.  Boards  of  trustees  were  set  up  for  the  general 
supemision  of  the  schools,  and,  in  some  cases  at  least,  these  included  representatives  of 
merchant  or  craft  guilds  as  w^ell  as  the  gentry  and  aristocracy. 

As  control  of  grammar  schools  became  laicized,  so  did  the  teachers  themselves. 
This  trend  reflected  in  part  a  change  in  the  character  of  university  education  itself, 
which  began  to  shift  away  from  the  tradition  that  clerical  training  was  the  only 
professional  discipline  that  led  to  teaching.  Undergraduate  teaching  in  the  colleges  of 
liberal  arts  became  a  career  goal  in  and  of  itself.  In  fact,  when  God’s  House  was 
founded  at  Cambridge  about  1439  William  Byngham  specifically  intended  that  it 
should  prepare  undergraduates  to  be  teachers  in  the  grammar  schools.  Such  a  radical 
proposal,  that  a  teaching  college  should  in  truth  be  also  a  teachers  college,  was, 
however,  nearly  500  years  ahead  of  its  time. 

Tne  usual  historical  Judgment  is  that  with  the  opening  of  the  sixteenth  centuiy^ 
the  golden  age  of  English  humanism  dawned  with  a  remarkable  succession  of  scholars 

Jean  Smrn.  Ed:tCs::ion  end  Society  in  Tudor  England,  Cainbrids^e  University  Press,  Londori, 
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nreaching  the  glories  of  classical  learning  as  they  had  discovered  it  in  Italy/  There  had 
been  a  long  background  of  scholarly  contact  between  England  and  Italy,  but  the 
of  interest  was  stimulated  by  Erasmus,  John  Colet,  Thomas  Elyot,  Thomas 
{forehand  Juan  Luis  Vives,  to  name  only  the  most  familiar,  during  the  first  three 
decades  of  the  sixteenth  century.  This  was  the  period  when  the  humanists  were 
campaigning  vigorously  for  the  new  learning  (as  described  in  Chapter  6).  It  was  not 

the  1530s,  however,  that  enough  teachers  had  been  trained  to  enable  the 
Ligrammatic  ideals  to  be  put  into  practice  in  the  schools. 

The  prime  model  was  created  in  1510  when  John  Colet  was  able  to  refound  the 
medievai  cathedral  school  at  St.  Paul’s  into  a  publicly  endowed  grammar  school  under 
ilie  control  of  one  of  the  leading  guilds,  the  Company  of  Mercers.  Its  doors  were  open 
to  the  public;  it  represented  the  new  urban  culture  of  London.  It  promoted  a  Christian 
way  of  life,  but  its  medium  was  the  classical  tradition  of  pietas  litterata.  Although  it 
was  not  the  first  humanistic  school,  its  historic  prominence  and  the  influence  of  Colet 
helped  to  introduce  classical  humanism  into  the  dozens  of  other  grammar  schools  that 
were  soon  to  follow.  The  stress  was  usually  upon  learning  the  rules  of  Latin  and  Greek 
siammar,  declensions  of  nouns  and  conjugations  of  verbs,  and  the  reading  of  such 
authors  as  Cicero,  Horace,  Vergil,  Cato,  Aesop,  and  Erasmus.  Colet  was  even  able  to 
enlist  the  help  of  Erasmus  and  Lily  in  writing  texts  to  be  used  in  the  schools. 

By  the  1530s  the  humanist  appeals  began  to  take  effect.  The  gentry  pressed  for  a 
classical  education  for  their  children,  and  the  Protestant  reform  movement  had  grown 
strong  enough  to  attack  the  Catholic  Church  on  its  own  grounds  and  to  reorganize  the 
educational  enterprise  according  to  its  own  lights.  The  propertied  classes,  however,  did 
not  listen  to  appeals  that  they  establish  courtly  schools  for  their  own  children  as  had 
become  common  in  the  courts  of  Germany  and  France.^  Rather,  they  turned  to  the 
.grammar  schools  and  the  university  colleges  to  give  the  education  they  now  felt  was 
suitable  for  a  governing  class.  The  Protestant  reformers,  alternately  led  and  egged  on 
by  Henry  VIII  and  Edward  VI,  provided  the  organizing  thrust  that  actually  changed 
the  schools  and  universities  and  produced  what  became  an  extraordinary  educational 
revolution. 

The  religious  reformation  of  the  middle  decades  of  the  sixteenth  century  is  now 
looked  upon  not  as  a  period  of  destruction  or  retardation  as  formerly  pictured  by 
some  historians  of  education,  but  as  a  period  of  educational  advance,  reform,  and 
progress.^  After  the  Church  of  England  had  been  established  by  the  Act  of  Supremacy 
in  1534,  the  Protestant  rulers  of  England  issued  edicts  of  one  kind  or  another  about 
schools  and  universities  in  accordance  with  their  assertion  that  the  king  was  the 
supreme  head  of  the  church.  The  Chantry  Acts  under  Henry  VIII  and  Edward  VI 

"’See  Kenneth  Charlton,  Education  in  Renaissance  England,  Routledge,  London,  1965,  chap.  3. 
For  a  view  that  the  usual  tribute  to  the  early  Oxford  Reformers  is  misplaced  and  that  the  real 
florescence  of  English  humanism  did  not  occur  until  Elizabethan  times,  see  R,  R.  Bolgar,  The 
Classical  Heritage  and  Its  Beneficiaries,  Harper  Torchbooks,  New'  York,  1964,  pp.  310-315. 

‘’See  the  proposals  by  Thomas  Starkey,  Richard  Maryson,  Sir  Thomas  Elyot,  Sir  Humphrey 
Gilbert,  and  Lawuence  Humphrey  in  Charlton,  loc.  cit. 

“'This  is  the  burden  of  the  revisionism  of  Joan  Simon,  Kenneth  Charlton,  Mark  Curtis,  and 
Lawrence  Stone,  albeit  they  differ  amongst  themselves  on  major  points. 
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dispossessed  the  Cstholic  foimdetions  for  chsntry  schools.  2iid  Henry  VlII  took  over 
the  monastic  schools.  Universities  were  inspected  and  supervised  by  agents  of  Henw 
VIII  and  Elizabeth  L  Henry  VI!I  made  the  church  primers  required  reading  in  schools. 
Thus  the  besinning  church  book  became  the  beginning  schoolbook.  The  Oath  of 
Supremacy  under  Elizabeth  in  1562,  which  required  all  teachers  to  swear  loyalty  to 
the  monarchy  and  to  subscribe  to  the  Thirty-nine  Articles  of  Anglican  faith,  gave 
supervision  of  grammar  schools  to  bishops.  In  general,  civil  control  of  education  in 
England  during  the  Reformation  tended  to  match  that  of  Lutheran  and  Caivinisiic 
countries,  whereas  the  Latin  countries  adhered  primarily  to  the  traditional  conception 
that  education  was  a  function  of  the  Church  and  that  schools  should  be  established  by 
religious  and  private  sources. 

When  the  Catholic  Church  was  largely  eliminated  from  the  religious  scene  In 
England,  the  foundations  of  the  monastic  and  chantry  schools  were  confiscated  and 
much  effort  went  into  the  refounding  of  the  schools  under  public  or  private  auspices. 
For  a  time  elementary  education  was  provided  in  a  rather  haphazard  and  unsystematic 
way.  Parents  taught  their  children  whatever  they  could,  hired  a  tutor  if  they  could 
afford  one,  or  sent  their  children  to  the  parish  priest  if  he  could  and  would  teach  them 
their  letters.  In  time,  however,  more  or  less  formal  instruction  was  given  in  petty 
schools  or  in  the  preparatory  department  of  a  grammar  school,  called  the  petty  classes. 
By  and  large,  education  was  available  principally  to  those  whose  parents  could  afford 
to  provide  it.  Of  course,  as  the  merchant  class  grew  in  wealth  and  numbers,  more 
parents  could  afford  education,  and  proposals  were  made  for  charity  schools  for  the 
poor.  Formal  education  came  to  be  available  to  approximately  half  the  population  of 
England-tlie  upper  half. 

Much  more  systematic  interest  was  expressed  in  a  classical  secondary  education. 
Many  new  grammar  schools  were  established— perhaps  as  many  as  500  such  schools 
were  newly  founded  or  refounded  during  the  Reformation.  The  financial  stimulus  for 
this  interest  came  substantially  from  the  gentry  and  the  new  middle  classes,  whose 
desire  to  improve  their  social  status  kept  pace  with  their  improving  economic  status. 
As  funds  were  poured  into  the  endowments  for  Latin  grammar  schools,  the  bases  were 
being  laid  for  the  English  public  schools.  The  desire  to  give  free  instruction  to  poor 
children  was  doubtless  a  motive  in  this  movement,  as  witness  the  plea  of  Archbishop 
Cranmer  that  poor  boys  be  admitted  to  Canterbury  School.  On  the  whole,  however, 
the  clientele  for  these  schools  came  from  a  fairly  wide  range  in  the  population  above 
the  working  classes.  Some  grammar  schools  were  “public”  in  the  sense  that  the  funds 
and  income  were  used  for  the  benefit  of  the  schools  rather  than  for  the  private  profit 
of  those  wLo  conducted  them.  They  were  also  “public”  in  the  sense  that  all  children 
were  free  to  attend  them  if  they  could  pay  the  tuition  or  gain  a  free  scholarship.  They 
were  not  “public”  in  what  came  to  be  the  American  sense,  that  they  were  open  to  all 
free  of  charge  because  they  were  supported  by  public  funds  or  taxation.  The  most 
notable  of  the  public  schools  were  Winchester,  Eton,  Westminster,  St.  Paul’s,  Shrews- 
buryy  Rugby,  Harrow,  Charterhouse,  and  Merchant  Taylors’. 

Partly  as  a  result  of  humanist  consensus  on  pedagogical  ideology  and  partly  as  a 
result  of  royal  edicts,  the  curriculum  of  the  Latin  grammar  schools  achieved  a 
remarkable  standard.ization  of  content.  Beginning  as  early  as  1529  a  canon  of  the 
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CaBterbury  Convocation  prescribed  not  only  that  teachers  be  orthodox  and  of  upright 
character  and  that  they  teach  morals  and  Christian  doctrine  to  the  boys  but  also  that 
n-ev  teach  only  the  grammar  authorized  by  designated  church  officials.  Soon  after  the 
Church  of  England  was  established,  Henry  VIII  decreed  in  1542  that  WHiiam  Lily’s 
crammar  should  be  taught  throughout  the  realm  and  none  other.  Edward  VI,  Eliza¬ 
beth,  and  the  constitutions  of  1 604  reconfirmed  this  regulation.  Such  prescriptions 
and  the  models  set  by  the  leading  public  schools  achieved  an  essential  uniformity  by 
mid-sLxteenth  century.^ 

At  the  university  level  the  Oxford  Reformers,  a  group  of  scholars  aiming  at  the 
general  reform  of  church  and  society  as  well  as  of  education  and  aided  by  Henry  'VIII, 
had  earlier  been  able  to  make  substantial  gains  for  the  new  learning.  Lectures  on  Greek 
were  read  at  Oxford  in  the  late  fifteenth  century;  but  neither  Oxford  nor  Cambridge 
made  official  provision  for  humanistic  studies  until  the  early  sixteenth  century,  when 
Erasmus  began  to  present  the  new  learning  at  Jesus  College  at  Cambridge. 

Soon  the  first  avowedly  humanistic  colleges  recognizing  Greek  and  Hebrew  were 
founded.  Erasmus  taught  at  Cambridge  for  four  years  from  1511  on,  and  Vives  taught 
at  Oxford  in  1522.  Even  greater  advances  toward  humanistic  studies  were  made  at 
Cambridge  when  Aristotle  began  to  be  studied  from  the  commentaries  of  the  human¬ 
ists,  Agricola  and  Ramus,  rather  than  from  the  glosses  of  the  medieval  scholastics. Thus 
humanism  steadily  gained  ground  in  the  subjects  of  both  the  trivium  and  the  qua- 
Lmium.  The  founding  of  Trinity  College,  Cambridge,  in  1546,  with  its  several  fellows 
in  Greek  along  with  the  regius  professorships  in  Greek,  Hebrew,  and  civil  law, 
appointed  earlier  by  Henry  VIII,  finally  set  the  seal  upon  the  transition  from  the 
medieval  to  the  humanistic  tradition. 

TMs  meant  a  decline  in  the  importance  of  logic  and  a  reemphasis  upon  grammar 
and  rhetoric.  In  the  hands  of  the  humanists,  grammar  lost  its  purely  medieval  aspect, 
expanded  to  include  the  grammar  and  literature  of  classical  Latin,  Greek,  Hebrew',  and 
Ollier  Oriental  languages.  Rhetoric  also  began  to  receive  the  greater  attention  charac¬ 
teristic  of  the  humanists’  interest  in  the  style  and  form  of  written  and  oral  speech. 
Under  the  influence  of  Ramus,  logic  was  simplified  and  freed  of  the  complexities  of 
scholastic  treatment.  As  the  classics  became  ‘"polite  letters”  particularly  suitable  for 
the  education  of  a  gentleman,  the  Renaissance  tended  to  reaffirm  the  literary  concep- 
lion  of  a  liberal  education,  wliich  the  Hellenistic  Greeks  and  Romans  had  praised  so 
highly. 

This  humanistic  interest  was  associated  with  religious  sectarianism  as  the  various 
colleges  at  Oxford  and  Cambridge  took  sides  in  the  Reformation  conflict  of  religious 
ideologies.  Humanistic  and  classical  studies  were  used  as  new  weapons  with  which  to 
fight  old  theological  battles.  Some  colleges  became  Anglican,  and  others  remained 
Catholic.  When  Catholics  were  excluded  by  Queen  Elizabeth  in  1575,  the  contests 
were  then  fought  between  Anglican  Protestants  and  Puritan  Protestants.  The  Puritans 

^For  a  useful  brief  summary'  see  Mark  H.  Curtis,  ‘‘‘Education  and  Apprenticeship,  in  Aliardyce 
Nlcol  (ed.),  Shakespeare  in  His  Own  Age,  Cambridge  University  Press,  London,  1964,  pp.  57-66; 
for  a  detailed  surv’ey,  see  T.  W.  Baldwin,  Wiiliam  Shakspere's  Small  Latine  and  Lesse  Greeke, 
University  of  Illinois  Press,  Urbana,  1944. 
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wer.t  TTiainlv  to  Canbndse.  where  endowmenis  had  been  made  favorable  to  them, 
esreeiahy  at  St.  Johrfs  Ccllege.  Emmanuel  College,  and  Sidney  Sussex  College.  These 
ccheaes  became  the  avowed  centers  of  a  militant  Puritanism,  eventually  training  manv 
of  the  necple  who  went  to  America  in  the  seventeenth  century.  Theology'  remained 
the  nredominant  study  at  the  highest  levels  aimed  at  training  clergy^men  who  would  be 
welfversed  in  Latin,  Greek.  Hebrew,  and  the  art  of  disputation  so  that  they  could  go 
forth  and  defend  their  religious  doctrines  against  all  assailants. 

The  system  of  college  instruction  as  opposed  to  university  lectures  was  more 
firm.lv  em.bedded  than  ever  by  the  Reformation  emphasis  upon  mental,  moral,  and 
relisious  discipline.  The  college  retained  its  communal  aspects,  marked  by  the  hall  and 
quadrangle,  in  which  iii,asters  and  students  lived  and  studied  together.  The  continued 
enforcement  of  celibacy  upon  masters  and  tutors  also  helped  to  preserve  the  com- 
mounal  life  of  the  English  college  long  after  the  Reformation  had  seen  its  disappearance 
in  German  universities.  The  English  college  with  its  discipline  and  prescribed  cur¬ 
riculum  provided  the  model  for  development  of  higher  education  in  America,  Harvard 
being  a  virtual  copy  of  one  of  the  colleges  at  Cambridge. 

The  principal  ingredients  of  the  liberal-arts  course  consisted  of  (1)  the  medieval 
liberal  arts  (grammar,  rhetoric,  logic,  arithmetic,  geometry',  astronomy,  but  no  music): 
(2)  the  philosophy  of  Aristotle  (ethics,  politics,  physics,  and  metaphysics);  and  (3)  the 
Renaissance  studies  of  classical  humanism  (Latin,  Greek,  Hebrew,  and  rhetoric).  The 
Reformation  made  all  these  studies  more  or  less  subservient  to  religious  and  sectarian 
interests,  as  well  as  to  the  demands  of  a  political  state  closely  allied  with  the  church. 
Since  each  of  these  historic  traditions  was  based  upon  a  belief  that  liberal  education 
should  consist  essentially  of  linguistic  and  literary  studies,  the  Reformation  educators 
assumed  that  the  best  way  to  develop  a  man  of  action  was  through  the  study  of  books. 
(Tlie  courtly  academies  were  a  denial  of  this  principle,  but  they  did  not  receive  much 
acceptance  in  England.) 

There  is  general  agreement  that  royal  and  secular  direction  of  the  universities 
increased  during  the  middle  decades  of  the  sixteenth  century  at  the  expense  of  clerical 
and  religious  influence.  There  is  also  general  agreement  that  enrollments  began  to 
increase  markedly  in  the  i560s,  reaching  a  peak  around  1583,  and  that  the  students 
cam.e  increasingly  from  the  upper  classes.  But  there  is  considerable  disagreemeni 
concerning  how  fundamentally  the  universities  were  changed  and  what  role  they 
played  in  society  during  the  century  from  1560  to  1650. 

In  1533  the  Act  for  Restraint  of  Appeals  gave  full  authority  over  the  universities 
to  the  crown,  remowing  the  papacy  from  any  jurisdiction.  In  1 571  the  universities  were 
designated  as  legal  corporations  by  authority  of  the  royal  charters  granted  to  them  by 
the  crown  and  Parliament.  These  acts,  one  under  Henry  VIII  and  the  other  under 
Elizabeth,  symbolized  the  transfer  of  ultimate  authority  from  the  Roman  church  to 
the  English  crown.  Politically,  this  meant  that  the  vice-chancellors  were  to  be  responsi¬ 
ble  to  chancellors  who  were  lay  statesmen  (rather  than  clerical)  and  that  public  boards 
c:  visiters  would  be  inspecting  the  loyalty  of  teachers  to  the  crown  and  to  the  Church 
of  England-  Academically,  it  meant  that  the  humanistic  and  Anglican  slant  to  the 
curriculum  would  be  speeded  in  the  effort  to  oust  or  play  down  the  Aristotelian  and 
the  medieval  curriculum.  For  example,  Thomas  Cromwell’s  visitors  in  1535  required 
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that  daily  public  lectures  be  offered  in  Latin  and  Greek,  that  lectures  on  the  Bible 
replace  scholastic  lectures,  that  degrees  in  canon  law  be  discontinued,  that  all  students 
be  taught  the  liberal  arts,  and  that  the  philosophy  of  Aristotle  and  Duns  Scotus  be 
balanced  by  the  humanist  teachings  of  Agricola  and  Melanchthon3  WTien  Henry  VIII 
endowed  regius  professorships  at  Cambridge  in  Greek,  Hebrew,  civil  law,  dmnity,  and 
iTiedicine  in  1540  and  when  the  statutes  of  Trinity  College,  Cambridge,  were  autho¬ 
rized  by  the  visitors  in  1 549,  the  imprint  of  the  humanist  tradition  was  sealed  by  royal 
authority.  The  signal  had  been  given  that  university  education  henceforth  was  to  be 
lesarded  as  the  prime  road  for  advancement  of  the  upper  classes  as  well  as  the  lower 
classes,  a  road  to  be  travelled  to  the  secular  professions  and  public  services,  as  well  as 
to  a  clerical  career.  The  upper  classes  had  finally  got  the  humanists’  message.  Now  that 
the  stiidia  humanitatis  cum  ptetas  litterata  had  been  widely  accepted  in  the  grammar 
schools  and  universities,  they  would  become  in  effect  a  prerequisite  for  achievement  in 
church  and  state,  in  profession  and  trade,  in  city  and  country  during  the  coming 
hundred  years. 

By  1550  the  humanist  influence  had  established  the  classics  as  the  heart  of 
English  secondary  and  higher  education.  It  helped  to  establish  Latin  grammar  schools 
as  preparatory  institutions  for  further  study  in  the  universities.  Above  all,  humanism 
established  the  tradition  that  no  person  might  be  counted  as  truly  educated  who  had 
not  had  training  in  the  classics.  This  was,  to  the  humanist,  the  mark  of  the  scholar  and 
the  gentleman.  The  aim  of  education  had  been  broadened  to  include  preparation  for 
service  in  the  secular  life  of  the  times,  in  the  state  as  well  as  in  the  church,  in  the  social 
life  of  the  nobleman  and  gentry,  and  in  the  work  of  the  merchant.  But,  for  any  of 
these  purposes,  the  humanist  insisted  that  the  common  background  of  the  truly 
educated  and  cultured  person  must  be  knowledge  and  training  in  the  classics.  The  great 
tradition  in  English  education  had  been  established  by  the  joint  effort  of  humanist, 
crown,  gentry,  and  religious  reformer. 

The  Educational  Explosion 

In  the  hundred  years  from  the  mid-sixteenth  to  the  mid-seventeenth  centuries  the 
basic  structure  of  a  national  system  of  education  took  recognizable  form  in  England,  a 
structure  that  was  to  be  generally  maintained  until  the  nineteenth  century.  At  the 
same  time,  a  revolution  of  major  proportions  produced  the  highest  rate  of  literacy  in 
the  general  population  and  the  greatest  proportion  of  young  men  attending  university- 
level  education  in  any  society  in  liistory  up  to  that  point.  These  structural  and 
functional  developments  together  helped  to  produce  the  social  and  cultural  conditions 
which  propelled  England  into  the  age  of  modernity  ahead  of  other  nations. 

Two  key  generalizations  concerning  the  period  1550-1660  have  been  made  by 
Lawrence  Stone.  One  is  the  factual  expansion  of  schooling: 

.  . .  educational  facilities  at  all  levels  increased  at  a  tremendous  pace  during 
this  period.  It  has  been  estimated  that  by  1660  up  to  30%  of  all  adult  males 
were  literate;  that  there  was  a  school  for  every  4,400  persons  (which  may  be 


^For  details  see  Simon,  op.  cit.,  chap.  7. 
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C3n:pared  :o  the  IS”3  figure  of  one  for  ever>^  23  JOO);  and  that  the  proportion 
of  the  ntaie  popuhtion  undergoing  higher  education  was  larger  than  at  any  time 
before  the  Second  World  Warh 

The  other  generalizaiion  aitribiites  much  of  English  florescence  to  organized 

.  .  .  the  extraordinary  increase  in  quantity  at  every  level  .  .  .  [wrought]  a 
change  of  suck  dimensions  as  to  create  an  entirely  new  intellectual  environment. 
...  the  cultural  achievements  of  the  age  of  Bacon,  Raleigh,  Ben  Jonson  and 
Donne  are  extraordinary  by  any  standards,  and  cannot  be  entirely  unrelated  to 
the  formal  educational  background  from  which  they  emerged. 

...  it  must  be  assumed  that  the  formal  educational  system,  whatever  its 
admitted  deficiencies,  was  to  no  small  degree  responsible  for  this  remarkable 
cultural  efflorescence.^ 

Tlie  outline  on  page  266  of  the  hierarchy  of  classes  as  they  existed  in  sixteenth 
and  seventeenth  century  England,  illustrates  the  evident  point  that  the  florescence  of 
which  Stone  speaks  applies  largely  to  the  upper  classes  of  nobility  and  gentry,  and 
soniewliat  less  to  the  urban  middle  classes  and  the  growing  class  of  free  men  in  both 
city  and  country.  So  that  wliile  we  may  say  that  organized  education  was  becomina 
ifiCreasingly  available  to  the  upper  50  percent  of  the  population  in  England  during  the 
early  modem  period,  it  is  clear  that  it  does  not  include  the  lower  half  of  the 
population  comprising  the  working  classes.  But  still,  the  gains  were  remarkable.  They 
undoubtedly  helped  prepare  England  to  become  the  first  nation  to  lead  the  West 
toward  modern  cMlization.  The  gentry  and  the  urban  middle  classes  with  their 
educational  advantages  supplied  much  of  the  modernizing  leadership  which  spear- 
fieaded  England’s  seventeenth-century  revolution  and  briefly  gained  power  in  1649.^® 
It  will  be  seen  at  once  from  an  inspection  of  Figure  8.2  that  England’s 
seve me e nth-century  educational  structure  was  not  particularly  democratic  in  the 
modern  sense  of  that  term.  Probably  half  of  ail  boys  and  a  vast  majority  of  girls  did 
noi  attend  a  formal  school  at  any  time  during  their  lives.  The  organized  institutions 
vaneu  widely  in  their  arrangements  for  admission,  selection,  or  “graduation”  of  their 
stuaents.  In  comparison  with  a  modern,  centralized,  national  school  system,  England’s 
setenteenih-ceniur}^  system  was  loosely  organized  indeed.  But  it  had  much  more 
conerence  and  was  bound  together  by  more  common  expectations  than  has  often  been 
assumed. 

Petty  scfiooh.  In  this  period  English  elementary  schools,  commonly  called  petty 
scnoo*s,  spread  widely  through  the  rural  sections  of  England,  in  the  parishes  and 
\ui.ages.  as  weJ.  as  in  the  towns  and  cities.  The  growing  economic  prospects  of  the 

B,  Jansen  and  Lawrence  Stone,  ‘‘Education  and  Modernization  in  Japan  and  England,” 

Lo^iyzr^CieSthdiesin  Society  and  History,  voi  9,  p.  216,  January  1967. 

’'Ibid..  ?.  218. 

n  Dynamics  of  Modernization,  a  Study  in  Comparative  History,  Harper  & 

Row.  \evv  \ork,  i9c^6,  chaps.  3  and  4. 
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veoman  farmer  helped  this  process  along.  They  joined  with  gentry  and  urban  classes  in 
contributing  funds  for  endowed  schools  to  give  free  instruction  to  village  and  town 
children.  Typically,  the  petty  school  took  children  (often  girls  as  well  as  boys)  from 
about  the  ages  of  four  years  to  eight  years  and  gave  them  two  or  three  years  of  basic 
mstruction  in  English  literacy.  They  were  vernacular  schools  concentrating  on  reading, 
sneilins.  and  writing  of  the  alphabet  and  single  sentences  in  English.  The  instruments 
were  a  hornbook,  containing  the  alphabet,  syllables,  and  a  prayer,  the  catechism,  a 
reliaious  primer,  and  selections  from  the  Bible.  The  teacher  was  the  local  curate,  a 
clerk,  a  poorly  paid  schoolmaster,  or  even  a  housewife  in  her  home.  The  petty  schools 
were  the  seventeenth-century  Protestant  versions  of  the  medieval  chantry  schools,  now 
stressing  English  learning  and  now  much  more  available  than  ever  before.  The  evidence 
for  their  availability  stems  from  the  conclusion  that  by  1 640  half  of  the  adult  males  in 
favored  towns  and  cities  and  a  third  in  villages  were  literate. Most  petty  schools 
were  separate  institutions,  albeit  small  and  poor,  but  many  grammar  schools  began  to 
institute  classes  for  the  petties  to  give  the  English  rudiments  to  boys  who  had  not 
already  acquired  them. 

Social  reform,  as  well  as  religious  reform,  was  a  prime  motivation  for  the  spread 
of  schools.  The  incidence  of  poverty,  vagrancy,  thievery,  begging,  prostitution,  and 
rioting  in  English  towns  and  villages  was  alarming  indeed.  Then,  as  now,  many 
humanitarians  turned  to  education  and  the  schools  for  aid.  They  argued  that  national 
backwardness  and  social  unrest  were  intimately  connected  with  ignorance,  and  there¬ 
fore  education  could  aid  in  the  cure.  Curtis  quotes  an  Elizabethan  schoolmaster  on  the 
“benefits  of  learning:” 

Knowest  thou  not  what  profit  and  commodity  learning  bringeth  to  the 
children  of  Adam?  Look  upon  the  barbarous  nations,  which  are  without  it; 
compare  their  estate  with  ours;  and  thou  shalt  see  what  it  is  to  be  learned,  and 
what  to  be  unlearned.  They  for  want  of  learning  can  have  no  laws,  no  civil 
policy,  no  honest  means  to  live  by,  no  knowledge  of  God’s  mercy  and  favour, 
and  consequently  no  salvation  nor  hope  of  comfort.  We  by  the  means  of  learning 
have  and  may  have  all  these  things.  Therefore  in  that  thou  dost  enjoy  thy  lands 
and  livings,  in  that  thou  mayst  procure  such  things  as  thou  wantest,  it  is  the 
benefit  of  learning.  In  that  thou  sleepest  quietly  in  thy  bed,  in  that  thou 
traveiest  safely  on  the  way,  in  that  thieves  and  enemies  do  not  spoil  thine  house 
and  household,  kill  thy  children,  take  away  thy  life,  it  is  the  benefit  of  learning. 
Nay,  go  further.  In  that  thou  thyself  runnest  not  to  the  like  excess  of  iniquity- 
art  no  thief,  no  murderer,  no  adulterer,  it  is  the  benefit  of  learning.  Dost  thou 
not  here  see  what  a  plentiful  harvest  of  ail  good  fruits  learning  bringest  forth? 

After  a  boy  had  learned  his  English  letters  he  was  then  ready  for  more  schooling. 
At  that  point  came  a  kind  of  parting  of  the  ways  which  can  perhaps  be  described  as 
follows.  He  could  go  on  to  a  further  education  wMch  was  academically  oriented  to  the 

^^See  Lawrence  Stone,  “The  Educational  Revolution  in  England,  1560-1640,”  Past  and  Present, 
no.  28,  pp.  42-44,  July  1964. 

Curtis,  op.  cit.,  p.  55. 
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Exhibit  8.1  Qass  Stracture  in  Seventeenth-Cell tuty  England 


L  Upper  Classes  (the  aristocracy;  the  “Gentle”— about  2%  of  the  population) 

A.  Nobility  (titular  peerage;  great  landowners— 60  to  100  members) 

1.  Duke 

2.  Marquis 

3.  Earl 

4.  Viscount 

5.  Baron 

B.  Upper  Gentry  (large  landowners  and  proprietors) 

6*  Baronet 

7.  Knight 

C.  Lower  Gentry 

8.  Squire— landed  proprietors;  justices  of  the  peace 

9.  Gentleman  (armigeral  gentry)— Small  landed  proprietors— Highly 
trained  professionals  (clergy^  iawwers,  physicians,  public  officials, 
university  dons) 

IL  Lower  Classes  (the  “Ungentle”— about  98%  of  the  population) 

D.  Urban  Middle  Class 

10.  Merchants 

11.  Bankers 

12.  Large  employers 

13.  Urban  w^ealthy 

14.  Bourgeoisie 

E.  Free  Classes 

15.  Yeomen,  small  landowners,  freeholders 

16.  Self-employed  shopkeepers  or  tradesmen 

17.  Clerks 

18.  Skilled  artisans  and  craftsmen 

F.  Classes  (about  50%  of  the  population) 

19.  Unskilled  wage  earners  or  hired  laborers  on  farm,  in  mine,  factory,  or 
shop 

20.  Property  less  cottagers,  renters,  or  tenant  farmers 

21.  Household  sen^ants 

22.  Vagrants 


classical  humanities  and  which  made  possible  a  higher  education,  or  he  could  go  on  to 
a  practice-oriented  education  which  wmuld  prepare  him  more  directly  for  a  job.  The 
main  agencies  of  academic  education  were  the  Latin  grammar  schools  and  the  twm 
universities.  The  main  instruments  of  the  practice-oriented  education  were  the  English 
schools,  the  system  of  apprenticeship,  and  the  so-called  'Third  University.” 

Latm  Grammar  Schools.  We  said  earlier  that  England  developed  the  structure  of  a 
national  system  of  education  and  that  an  educational  revolution  was  in  the  making  in 


Figure 


8.2  England’s  National  System  of  Education  (1550-1650) 
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the  iaie  sixteenth  and  earlv  sevenieenth  centuries.  Such  a  statement  can  be  misleading 
if  the  term  uatiJKj!  is  viewed  as  implying  a  centTaliy  planned  or  admmistered  system, 
c:  if  rtvjbrio^:  is  taker,  lo  imply  a  populist  or  mass  uprising.  Remember  that  narionN 
m.eant  that  iiltimiaie  authority  was  shitted  from  religious  and  clerical  control  to  eivi! 
authorin',  both  national  and  local  or  municipal,  and  that  the  revolution  meant  that 
access  to  education  was  greater  than  ever  before  in  history,  not  that  universal 
education  was  achieved  or  even  attempted.  Indeed,  at  the  time  that  literacy  was 
increasins.  and  larcer  numbers  of  boys  were  attending  grammar  schools  and  universi¬ 
ties,  the  main  impact  of  the  educational  system  during  Elizabethan  times  was  conserva¬ 
tive;  that  is.  it  tended  to  inaintain  the  established  order  and  distinctions  among  the 
classes.  If  the  upper  classes  had  not  sent  their  sons  to  the  schools  and  if  the  working 
classes  had  Hooded  into  the  schools,  then  a  true  revolution  would  have  been  in  the 
making. 

As  it  was.  literacy  may  have  reached  from  a  third  to  a  half  of  English  boys  in  this 
period,  but  it  can  be  assumed  that  fewer  than  one-third  of  the  age  group,  nine  to 
sixteen,  actually  went  on  to  a  grammar  school  education.  What  that  figure  actually  was 
can  probably  not  be  determined  with  very  much  accuracy.  It  may  have  been  one  boy 
in  eight  or  ten.  In  any  case,  it  has  been  estimated  that  by  1660  there  was  one  gramma: 
school  for  every  4,400  persons  in  the  total  populations^  T.his  is  fairly  revolutionary 
when  it  is  realized  that  the  comparable  figure  in  the  mid-nineteenth  century  was  one 
to  everv’  23,750  person.  To  achieve  such  a  state  of  affairs  in  mid-sevenieentli  century 
meant  a  vast  investment  of  money  and  resources  in  endowed  grammar  schools,  as  well 
as  a  great  outpouring  of  entrepreneurial  effort  by  private  teachers  who  made  a  business 
out  of  teaching  school  for  a  fee. 

A  word  about  the  distinction  between  the  two .  By  and  large  a  “public  school’'  was 
one  which,  had  been  chartered  or  authorized  by  a  public  authority.  It  was  constituted 
as  a  corporate  body  with  a  board  of  trustees  or  managers  who  held  the  property  in 
trust  and  to  which  endowments  could  be  given.  The  corporate  body  employed  the 
teachers  and  gave  general  supervision  in  school  affairs,  using  the  income  for  the  beneiii 
of  the  school  and  not  as  income  or  profit  for  themselves.  Such  a  public  school  was  also 
iheoreticaliy  open  to  all  who  could  meet  its  standards  and  pay  its  fees,  although  some 
became  known  as  socially  exclusive  and  others  as  catering  particularly  to  the  “free" 
students  who  came  on  scholarships. 

In  contrast,  a  private  school  was  one  which  had  no  such  public  authorization  or 
corporate  ex,istence.  It  si,niply  consisted  of  the  teacher  who  sought  or  accepted 
studenis  on  a  tuition  or  fee-paying  basis.  It  therefore  had  no  scholarships  or  free  places, 
or  prorisiOES  for  continuity  beyond  the  life  and  activity  of  the  teacher  or  the 
proprietor.  Small,  unendowed,  private  grammar  schools  were  scattered  ail  over  the 
country,  even  in  small  \illages.  They  added  their  bit  to  meet  the  desire  for  advance¬ 
ment  in  the  respectable  trades  as  well  as  for  university  preparation  leading  to  the 
professions  and  pubMc  service.  They  were  responsive  to  the  growth  of  a  professional 
middle  class.  For  a  time  they  may  have  provided  as  many  as  half  the  entrants  to  the 
universities,  although  by  the  end  of  the  seventeenth  century  the  majority  were  coming 
from  the  free  or  public  gramroai  schools,. 

K.  Jordan,  Philanthropv  in  England,  1480-1660,  Allen  and  Unwin,  London,  1959,  pp. 
278-291. 


the  dispersion  of  anglo-protestant  educa  tion 


269 


Oxford  and  Cambridge.  Perhaps  the  most  extraordinary  aspect  of  the  educational 
explosion  of  the  century  we  are  considering  was  the  “invasion”  of  the  two  universities, 
wliich  of  course  meant  Oxford  and  Cambridge.*'^  There  was  an  initial  boom  in  the 
1560s  and  1570s,  then  a  lull  of  twenty  years,  and  another  upsurge  in  the  first  forty 
years  of  the  seventeenth  century.  In  the  mid-seventeenth  century  the  number  of 
students  was  higlier  than  it  was  to  be  for  another  200  years.  It  is  estimated  that  about 
2.5  percent  of  all  seventeen-year-old  males  entered  the  universities  in  the  1630s.  This 
DTOportion  was  not  equalled  again  until  the  1930s  and  was  not  surpassed  until  after 
World  War  II. 

Historians  have  differed  about  the  significance  of  this  boom  in  higlier  education. 
Kenneth  Charlton  and  Joan  Simon  find  it  to  be  interesting  but  by  and  large  of  only 
moderate  and  temporary  importance.  Charlton  admits  that  large  numbers  of  upper- 
class  young  men  poured  into  the  universities,  but  he  finds  that  they  did  not  stay  very 
ions,  did  not  ordinarily  take  degrees,  were  not  very  serious  about  their  studies,  and  did 
not' mix  with  their  inferiors.  In  general  the  universities  continued  in  their  basically 
medieval  paths,  more  or  less  indifferent  to  the  modern  study  of  science  or  tech¬ 
nology.*^ 

.4  quite  different  and  much  more  optimistic  view  of  the  role  of  Oxford  and 
Cambridge  in  this  period  is  given  by  Mark  H.  Curtis.*®  He  finds  that  they  changed 
markedly  in  content,  in  method,  and  in  social  role.  From  having  been  training  grounds 
for  the  clergy  they  became  training  schools  for  the  lay  professions  and  public 
bureaucracies.  Instead  of  appealing  largely  to  those  young  men  who  needed  scholar¬ 
ship  support  in  their  journey  to  the  church,  the  universities  began  to  attract  significant 
numbers  of  upper-class  youth.  The  social  composition  at  Oxford  showed  an  average  of 
about  50  percent  gentlemen,  41  percent  plebian,  and  9  percent  clergy  in  the  years 
from  1515  to  1639.  Perhaps  the  proportion  of  gentlemen  is  a  bit  higlr,  but  figures  for 
St.  John’s  College,  Cambridge,  show  nearly  40  percent  gentry,  nearly  40  percent 
artisans,  shopkeepers,  and  plebian,  and  more  than  20  percent  professional  and  cleri¬ 
cal.*”*  The  point  is  that  a  wider  spectrum  of  social  classes  was  represented  than  at  any 
prior  period  in  history. 

Curtis  argues  also  that  the  liberal  arts  curriculum  of  the  universities  was  broad¬ 
ened  to  include  a  fair  proportion  of  the  developing  mathematics  and  science  of  the 
day,  modern  history  and  geography,  modern  foreign  languages,  and  modern  authors. 
The  group  of  scientists  who  formed  the  Royal  Society  met  at  Wadham  College, 
Oxford,  in  1 662.  The  college’s  warden,  John  Wilkins,  had  written  “The  Discovery  of  a 
World  in  the  Moone”  in  1 637,  just  332  years  before  man  made  his  first  direct  contact 
with  the  moon.  To  be  sure,  scientific  subjects  were  not  prescribed  in  the  statutes 
which  continued  to  be  highly  humanistic,  but  Curtis  argues  that  the  growing  em¬ 
phasis  upon  tutorial  instruction  in  the  colleges  rather  than  upon  university  lectures 
enabled  the  tutors  to  respond  to  their  students’  interests  in  public  affairs  and  modem 

‘"’For  e.xcellent  short  analyses,  see  Stone,  op.  cit.;  and  Lawrence  Stone,  The  Crisis  of  The 
Aristocracy,  1558-1641,  O.xford  University  Press,  London,  1965,  chap.  12. 

*°See  Charlton,  op.  cit.,  chap.  5. 

'®See  Mark  H.  Curtis,  Oxford  and  Cambridge  in  Transition,  1558-1642,  Clarendon  Press,  Oxford, 
1959. 

17 

See  Stone,  The  Educational  Revolution  in  England,  loc,  cit. 
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studies  bv  ext:a5tatu:o:\’  reading  and  rutoring.  In  their  ever-growing  reliance  upon  the 
‘eacbina  of  undergraduates  and  decline  in  professional  studies  in  law,  medicine,  and 
'he  £n£ish  universities  turned  more  and  more  to  the  humanistic  liberal  arts 
the  "cornus  of  knowledge  needed  by  the  educated  young  man  for  a  career  in  public 
^^4  Yne  civil  service.  The  ideal  of  the  generalist  rather  than  the  professional 
snecialisr  was  inceub}^  embedded  in  English  society  and  English  university  education 
from^  this  period  forward. 

Even  thousli  Curtis  may  be  too  optimistic  concerning  the  extent  to  which  the 
universities  promoted  social  mobility,  commonality  among  social  classes,  and  the 
practical  studies  of  relevance  to  the  social  problems  oi  the  day,  I  believe  that  Lawrence 
Stone  conectlv  assesses  the  consequences  oi  university  expansion  to  be  of  tunca- 
m.ental  importance  in  the  intellecLual  and  cultural  revolutions  that  marked  seven- 
teenth-centuiy  England: 


It  was  precisely  between  1590  and  1690  that  England  boiled  and  bubbled 
with  new  ideas  as  no  other  country  in  Europe.  What  is  so  striking  about  this 
period  is  . .  .  the  widespread  public  participation  in  significant  intellectual  debate 
on  every  front. . .  .  This  was  the  great  age  of  theological  disputation  conducted 
at  a  high  level  of  sophistication  and  followed  by  a  large  and  passionate  audience; 
of  wide-ranging  political  theorizing,  democratic,  authoritarian,  even  proio- 
Marxist,  but  all  involving  a  rethinking  of  conventional  assumptions  about  the 
nature  of  the  State;  of  a  reexamination  of  a  host  of  social  problems  from,  the 
role  of  women  to  the  merits  of  enclosures,  from  censorship  to  the  duel;  of  a 
major  conceptual  breakthrough  in  scientific  thought;  of  the  invention  of  the 
■  modern  theatre;  of  the  development  of  new  techniques  and  standards  for 
historical  research;  of  the  foundation  of  England’s  great  tradition  of  antiquarian 
and  topographical  scholarship;  and  of  the  application  of  statisfical  method  to 
create  the  new  discipline  of  Political  Arithmetic.  If  one  allows  a  lag  ot  about 
twenty  years,  both  the  beginning  and  the  end  of  this  age  of  unprecedented 
intellectual  vitality  coincided  fairly  closely  with  the  rise  and  fail  of  the  graph  ot 
higher  education.  It  is  tempting  to  think  that  the  relationship  w^as  something 
more  than  a  coincidence.^^ 

Pra ctfce-o rien ted  Ed ucatio n 

Our  knowledge  of  the  practice-oriented  means  of  education  whereby  Engiislmen  m 
the  iiundred-year  period  from  1550  to  1650  sought  and  obtained  knowledge  they 
deemed  directly  relevant  to  their  careers  or  to  their  aspirations  for  economic  imipiove- 
ment  is  considerably  more  sketchy  than  that  relating  to  the  grammar  schools  and 
universities.  In  part  this  is  due  to  the  less  well  organized  character  of  such  education 
and  the  consequent  scarcity  of  records;  in  part  it  is  due  to  the  long  tradition  of 
educators  and  historians  who  felt  that  such  knowledge  and  such  activity  w^as  somehow 
not  really  education,  at  least  it  was  not  formal  schooling.  But  it  now  seems  evident 
that  England  developed  in  this  period  a  remarkable  network  of  private  English  schools 
that  were  directly  oriented  to  teaching  practical  subjects,  a  formal  system  of  appren¬ 
ticeship  operating  under  public  authorities  and  involving  some  emphasis  upon  literacy 
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-d  ication  as  well  as  technical  skill,  and  an  opportunity  for  acquiring  professional 
t-Tifi-no  as  well  as  technical  knowledge  in  organized  institutions  in  the  city  of  London, 
a  devdopment  sometimes  referred  to  as  England’s  “Third  University.” 

“Enzlish  Schools.  ”  Giving  a  name  to  the  practice-oriented  schools  of  early  modern 
Endand  is  historically  gratuitous,  for  they  had  little  in  common  with  the  grammar 
schools.  The  most  distinctive  thing  is  that  they  were  regularly  taught  in  the  English 
whereas  the  grammar  schools  existed  for  the  purpose  of  teaching  students  to 
read,  write,  and  speak  Latin.  If  it  did  not  sound  a  bit  pretentious,  these  might  well  be 
caiie'd  prototechnical  schools.  They  were  the  direct  ancestors  of  modern  technical 
scboois.  but  they  were  less  systematic  because  the  fields  of  technical  knowledge  were 
'*em.selves  just  being  systematized  and  regularized.  This  was  an  age  of  extremely  rapid 
technical  improwsation,  and  the  thirst  for  knowledge  about  it  was  enormous.  A  great 
cutpouring  of  manuals  and  self-help  books  written  in  English  tried  to  meet  the 
demand.  One  of  the  best  discussions  of  this  phenomenon  is  that  by  Kenneth  Chari- 

Charlton  makes  much  of  the  fact  that  this  practice-oriented  education  was 
nfonnal  in  character.  By  that  he  means  that  it  was  not  carried  on  in  the  regularly 
constituted  public  educational  system,  but  rather  by  the  publication  of  books  and 
manuals  that  were  read  by  persons  who  wanted  to  use  the  information.  I  grant  that  the 
reading  of  self-help  manuals  is  informal  education,  but  Charlton  also  indicates  that 
many  of  the  authors  he  cites  were  also  teachers  and  conducted  private  schools.  I  would 
armae  that  regular  instruction  in  private  schools  by  a  teacher  who  advertises  for  and 
accepts  students  on  a  fee-paying  basis  should  qualify  as  a  part  of  organized  or  formal 
education.  Therefore  I  have  used  the  term  English  schools  or  prototechnical  schools  to 
sum  up  a  widely  ranging  and  diffuse,  but  nevertheless  very  significant,  development. 

One  of  the  most  common  types  of  school  had  to  do  with  teaching  the  subjects 
miQst  pertinent  to  rapidly  expanding  commerce  and  trade.  These  included  arithmetic, 
Italian  double  entry  bookkeeping,  accounts,  letter  writing,  and  useful  knowledge  about 
currency,  exchange,  weights  and  measures,  credit,  and  the  like.  Such  subjects  had  long 
been  tau^t  in  the  municipal  schools  of  Italy,  Holand,  Flanders,  and  northern 
Germany.  England  did  not  follow  their  example  by  setting  up  municipal  schools,  but  it 
was  widely  recognized  that  Dutch  prowess  in  international  commerce  was  related  to 
fiieir  mercantile  schools.  So  private  schools  appeared  in  substantial  numbers  in  London 
and  other  commercial  centers.  Merchants,  aspiring  merchants,  .and  upward-bound 
craftsmen  found  such  knowledge  very  practical  indeed. 

Another  fertile  ground  for  technical  instruction  was  the  art  of  navigation  and  the 
mathematical  sciences  that  were  required  for  pilots  and  seamen.  Here  the  examples  of 
Italian,  Spanish,  and  Portuguese  schools,  as  well  as  Dutch,  proved  to  be  usefuL^Not 
only  were  schools  set  up  in  London  and  in  other  port  cities  specifically  to  train  pilots, 
blit  special  mathematical  lectureships  were  established  in  London  for  systematic 
instmction  on  a  high  level  and  aimed  at  the  technical  and  practical  applications  of 
astronomy  and  geometry  to  navigation.  Somewhat  less  common  but  also  involving  the 
application  of  mathematics  to  practical  affairs  was  instruction  in  surveying.  Texts  and 


^^Qarlton,  op.  cit.,  cliaps.  8,  9. 
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manuals  were  written  for  agricuitiire,  but  even  though  the  proposals  for  agricultural 
schools  and  colleges  grew  more  insistent  in  the  middle  of  the  seventeenth  centu^>^  no 
such  institutions  seem  to  have  been  established. 

Perhaps  the  best  knowm  institution  that  had  a  practical  orientation  was  Christ's 
Hospital  founded  in  1552  under  Edward  VI  to  try  to  deal  with  the  problems  of 
children  bereft  of  homes,  family,  and  educational  opportunity.  It  took  in  orphans  and 
poor  children  of  free  men  and  gave  them  a  home.  It  also  maintained  a  petty  school  and 
a  grammar  school  to  enable  them  to  find  a  useful  and  productive  place  in  sociey. 
Above  al,  it  provided  instruction  in  practical  writing,  arithmetic,  commercial 
accounts,  and  other  subjects  that  would  enable  the  boys  to  enter  the  world  of  trade 
and  commerce  with  some  educational  skills.  Christ’s  Hospital  provided  a  supply  of 
merciianf  s  apprentices  to  the  East  India  Company  when  it  began  operations  in  India 
in  the  early  sixteenth  centuryu^®  This  is  an  early  example  of  the  interlocking  relation¬ 
ships  of  social  change  at  home,  the  problems  of  urbanization,  the  humanitarian  spirit, 
the  commercial  enterprises  overseas,  and  education.  These  forces  were  to  continue  to 
interact  upon  one  another  as  the  Western  nations  reached  out  to  the  rest  of  the  world 
in  the  succeeding  four  centuries. 

Apprenticeship.  1-Me  the  English  schools  approached  the  problem  of  training  for 
practical  life  through  a  kind  of  formal  school  that  taught  subjects  that  would  be  of 
direct  use  in  later  employment,  the  Englsh  also  faced  the  problem  of  education  and 
employment  from  the  other  side.  They  instituted  a  national  policy  with  regard  to 
apprenticeship,  formalizing  induction  into  the  trades,  with  literate  learning  to  be 
.involved,  when  necessary,  with  the  primary  goal  of  direct  training  for  effective 
functioning  as  a  skffled  member  of  the  trade. 

The  Elizabethan  Statute  of  Artificers  in  1563  was  a  ground-breaking  move  to  set 
up  national  standards  of  skill  in  the  trades,  taking  much  control  over  apprentices  away 
from  the  guilds  and  putting  it  into  the  hands  of  civil  magistrates.  It  stemmed  in  part 
from  mercantilist  efforts  to  maintain  a  healthy  agrarian  sector  of  the  economy  as  the 
shift  began  to  take  place  from  agriculture  to  commerce  and  urban  Hfe;  in  part  to  keep 
laborers  down  on  the  farm  and  to  maintain  standards  in  the  city  trades;  and  in  part  to 
stave  oft  the  social  anarchy  that  could  arise  from  peasant  revolts  and  unrest  as  smal 
landholders  or  te,nants  were  thrown  out  of  work.  The  statute  provided  that  any  person 
between  the  ages  of  sixteen  and  sixty  not  otherwise  employed  could  be  compelled  to 
w^oik  on  the  land  for  a  year  at  a  time,  except  for  apprentices  and  students  in  school  or 
universityv  Exemption  from  the  ‘Tarm  draft”  for  students  was  a  long-standing  arrange¬ 
ment. 

Apprenticeship  was  thus  expected  to  be  the  common  method  of  entrance  upon  a 
job  for  nearly  half  of  the  population,  excepting  professional  careers  requiring  a 
substan,tiai  academic  t>^pe  of  education  or  for  unskilled  jobs  requiring  no  education. 
(See  F,igure  8.2)  The  Statute  of  Artificers  set  uniform  standards  for  apprenticeship  for 
some  thirty  trades,  requiring  a  minimum  of  seven  years,  and  requiring  that  the  period 

Raipli  Bra,ib.aiiti  ied.),.4s'2ff?i  Bureaucratic  Systems  Emergent  from  the  British  Imperial  Tradition, 
0ake  University  Press,  Durham,  H.C,  1966,  p.  89. 
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of  apprenticeship  extend  to  age  twenty-four.  Most  apprentices  began  their  service 
the  ase  of  sixteen.  Property  qualifications  were  required  of  the  apprentices’ 
^4iies  for  e^ntrance  to  some  of  the  higher  prestige  trades  (merchants,  goldsmiths, 
'^oihiers.  and  the  like),  but  not  for  more  manual  workmen  like  carpenters,  bricklayers, 
'nd  smiths.  The  obligation  between  apprentice  and  master  was  a  mutual  one  sealed  in 
nor-tract  or  indenture  in  which  the  master  agreed  to  teach  the  skills  and  secrets  of  the 
-ade  while  the  apprentice  agreed  to  serve  faithfully  the  master,  usually  living  in  his 
house  and  benefitting  from  his  home  Ufe  as  weU  as  the  close  supervision  by  individual 
c^riact.  especially  helpful  in  the  midst  of  the  sprawling  and  brawling  city  of  London. 
The  trades,  of  course,  varied,  as  did  the  competence  of  the  master  in  the  amount  of 
i-='-ate  learning  that  was  required  or  could  be  taught.  But  that  such  teaching  must 
S-e  been  taken  seriously  is  indicated  by  the  fact  that  Edmund  Coote  wrote  a  book 
eniitled  Tlie  English  Scholeniaister  aimed  to  assist  those  masters  who  were  faced  with 
the  leaching  task.^^ 

Even  "though  the  apprenticeship  system  did  much  to  enable  England’s  economy 
10  move  from  an  agricultural  base  to  commercial  capitalism,  the  conditions  of 
sibsistence  for  those  in  the  towns,  as  well  as  in  the  rural  regions,  proved  to  verge  on 
fae  desperate  for  vast  numbers  of  Englishmen.  Reacting  to  this  situation,  the  govern¬ 
ment  enacted  a  series  of  poor  laws,  particularly  those  of  1598  and  1601,  which  tried 
to  bring  order  to  earher  legislation.  In  general,  the  welfare  state  principles  of  modem 
times  were  enunciated  with  respect  to  the  poor  who  had  not  been  able  to  survive  the 
ravages  of  depression,  war,  enclosure,  epidemic,  or  hard-core  poverty.  The  local 
parities  were  charged  with  the  obhgation  to  care  for  the  poor  and  to  levy  taxes  for 
‘such  purposes.  The  Poor  Law  of  1601  authorized  the  churchwardens  and  overseers  of 
the  poor  to  enforce  compulsory  apprenticeship  for  poor  boys  and  girls  between  the 
ages  of  five  and  fourteen  and  continuing  to  age  twenty-four  for  men  and  age 
ttventy-one  for  women.  While  the  poor  laws  undoubtedly  produced  benefits  in 
comparison  to  the  desperation  of  vagabondage,  they  also  had  their  darker  side. 
Employers  exploited  them  as  a  means  of  obtaining  cheap  labor  from  those  who  could 
not  help  themselves. 

The  “Third  University.  ”  At  the  peak  of  the  practice-oriented  structure  of  education 

is  what  has  been  called  ‘The  Third  University  of  England;’  defined  by  Sir  George 
Burk  in  his  treatise  of  161 5  as  “the  Foundations  of  all  the  Colledges,  Auncient  Schools 
of  Priviedge,  and  of  Houses  of  Learning  and  Liberah  Arts,  within  and  about  the  most 
Famous  Cittie  of  London.”  In  thus  calling  the  City  of  London  England  s  tiiird 
university,  Sir  George  was  not  using  the  term  university  precisely ,  but  he  was  maMng  a 
telling  point  about  the  wide  opportunities  for  formal  teaching  and  learning  that 
existed  outside  the  degree-granting  structures  of  Oxford  and  Cambridge.  And  much  of 
the  opportunity  if  not  most  of  it  was  indeed  related  to  the  newer  and  more  practical 
fields  of  knowledge  for  which  there  was  a  great  thirst  and  which  the  proper  universities 
■coiild  not  regard  as  legitimate  subjects  of  university  study.  Curtis  lists  these  as 
“surgery,  hydrography,  navigation,  cosmography,  various  foreign  languages,  calh- 

For  an  especially  useful  short  description,  see  Curtis,  ‘■‘Education  and  A-pprenticeship,  p.  66  70. 
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c-^aDhv.  brachv-rar'hv  (shorthand),  stenography,  inilitar\'  arts,  dancing,  printing,  her- 
Sdnn  art'cf  reve'.s.  art  of  memory,  and  alchemy.''-^  He  adds  such  modern  foreign 
h^niaaes  as  iialian.  Spanish.  French.  Dutch.  Polish.  Persian.  Turkish.  Russian,  and 
Arahh'  P'e  exact  locale  of  the  teacl'd.ng  of  such  subjects  is  not  wholly  clear,  but  the 
presumotion  is  that  private-venture  schools  of  the  ty'pe  we  have  mentioned  provided 
ths  nost  rssdy  source. 

What  is  more  clear  is  that  an  increasing  number  of  formal  public  lectureships  were 
established  bv  endowments  and  benefactions  and  often  administered  by  corporate 
bodies  established  for  the  purpose.  Among  these  were  the  Lumleian  lectureship  In 
surserv  and  the  Goulstonian  lectureship  in  pathology  under  auspices  of  the  Royal 


Ccileae  of  Physicians;  the  Smith  lectureship  in  mathematics;  and  the  very'  widely 
knowT!  professorships  of  Gresham  College,  which  almost  paralleled  the  liberal  arts  and 
rhe  professional  faculties  of  the  ortnodox  universities  rhetoric,  geometry',  astronomy, 
music,  law,  medicine,  and  divinity.  The  competence  of  the  scholars  who  held  these 
iecrareships  easily  rivalled  in  quality  much  of  the  work  conducted  at  Oxford  a.nd 
Cambridg'e.  Thus  they  were  often  far  above  the  standard  of  learning  often  associated 
with  the  terms  adult  education  or  self-help  education.  They  did  much  more.  By  linking 
the  practical  with  the  academic  they  helped  to  prepare  the  English  mind  for  the 
modem  world,  indeed  to  propel  it  into  it. 

Perhaps  the  best  know'n  and  probably  the  most  influential  components  of 
Endand's  'Third  University”  were  the  Inns  of  Court,  the  principal  centers  for  the 
professional  study  of  secular  law  in  England.  They  had  grown  out  of  the  custom  oi 
informal  living  together  adopted  by  the  practitioners  of  the  common  law  when  they 
came  together  to  attend  the  fairly  brief  sessions  of  the  king’s  court  held  in  London 
four  times  a  year.  Gradually,  they  established  four  major  inns  where  they  could  room 
and  work  together  near  the  courts.  These  were  Gray’s  Inn,  Lincoln’s  Inn,  the  Inner 
Temple,  and  "the  Middle  Temple.  By  the  end  of  the  fourteenth  century  they  began  to 
take" on  the  task  of  initiating  younger  members  into  the  profession  in  a  professional 
system  of  training  which  borrowed  the  concept  of  personal  instruction  from  the 
apprentice  pattern  and  lectures  and  discussions  from  the  collegiate  academic  ideal. 
Charlton  argues  that  by  the  end  of  the  sixteenth  century  the  quality  of  the  training 
declined  as  the  senior  lawyers  became  too  busy  to  attend  to  their  teaching  duties  and 
the  Inns  became  so  popular  that  many  young  men  attended  rather  more  for  the 
benefit  of  the  free  social  life  in  London  than  for  the  serious  business  of  professional 
preparation.  Many  attended  the  universities  before  they  came  to  the  Inns. 

In  any  case,  the  Inns  attracted  a  far  larger  proportion  of  young  members  of  the 
nobility  and  gentry  than  of  the  urban  commercial  or  professional  classes.  Stone 
estimates  that  four-fifths  of  all  entrants  to  the  Inns  of  Court  between  1570  and  1630 
were  from  the  upper  classes."^  This  was  one  more  educational  means  by  which  the 
upper  classes  in  the  sixteenth  and  seventeenth  centuries  changed  radically  their 


—  ibid.,  p.  7 1. 

an  exceEer.t  brief  description  of  tlie  Inns  of  Court,  see  Cliaiiton,  op.  cit.,  chap.  6. 
Stone.  “Educaticnal  Revolution,’'  pp.  58-59. 
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iTiteUectual  and  professional  function  in  society  and  thus  enabled  themselves  to 

niato tain  their  role  as  a  governing  class  in  the  centuries  ahead. 

Lawrence  Stone  makes  the  persuasive  argument  that  the  educational  revolution 
in  which  the  English  upper  classes  engaged,  from  the  petty  school  at  the  bottom  to  the 
universities  and  Inns  of  Court  at  the  top,  had  two  major  political  effects.  In  the  short 
pm.  it  enabled  the  gentry  classes  to  compete  more  effectively  with  the  nobility,  and 
thus  weakened  the  nobility  in  the  decades  before  the  civil  war.  But  in  the  long  run,  as 
the  peerage  itself  took  part  in  the  educational  revolution,  it  in  turn  was  enabled  to 
surv'he  as'a  ruling  elite.^®  Thus,  by  not  developing  the  kind  of  courtly  academy  which 
had  been  popular  among  the  Italian,  German,  and  French  nobility  and  by  not 
foflowing  the  proposals  of  Sir  Humphrey  Gilbert,  Thomas  Starkey,  or  Nicholas  Bacon 
ihat  separate  academies  should  be  set  up  for  the  nobility,  the  English  nobility 
strengthened  rather  than  weakened  itself  between  1560  and  1660.  That  education,  by 
bemg" spread  more  extensively  among  the  free  classes  from  the  artisans  to  the  peerage, 
could  serve  to  strengthen  those  groups  that  had  access  to  it  was  a  lesson  that 
eventually  was  learned  in  the  nineteenth  century  when  education  was  finally  extended 
to  the  working  classes  too. 


C.  THE  DISPERSION  OF  ANGLO-PROTESTANT 
EDUCATION  TO  AMERICA 

In  an  especially  evocative  phrase  Carl  Bridenbangh  speaks  of  ‘The  First  Swarming  of 
the  English”  to  describe  the  outpouring  of  thousands  of  people  from  their  homeland  in 
England  in  the  early  seventeenth  century  to  places  as  near  as  Ireland,  Holland,  and 
France,  and  as  distant  as  India  to  the  East,  the  island  Indies  to  the  West,  and  the  shores 
of  the  'North  American  continent.^^  The  vast  majority  went  to  Virginia  and  to  New 
England  in  the  New  World  during  the  great  migrations  of  the  1620s  and  1630s. 
Biidenbaugh  estimates  that  approximately  80,000  people  (perhaps  2  percent  of  the 
total  population  of  England,  which  was  growing  from  4,000,000  to  5,500,000)  packed 
up  and  left  England  between  1620  and  1642,  as  many  as  58,000  sailing  across  the 
Atlantic  to  find  homes  on  such  islands  as  Bermuda  and  Barbados,  as  well  as  on  the 
mainland.  Other  West  European  nations  were  sending  colonists  to  North  America  too, 
but  up  to  1650  the  vast  majority  came  from  England. 

The  U.S.  Census  Bureau  estimates  that  the  total  population  of  the  mainland 
xAmerican  colonies  in  1650  was  a  little  over  50,000.^^^  They  were  distributed  as 
Mows: 

Stone,  Crisis  of  the  Aristocracy,  p,  122. 

^^Carl  Bridenbaugh,  Vexed  and  Troubled  Englishmen,  1590-1642,  Oxford  University  Press,  New 
York,  1968,  chap.  11. 

“■'U.S.  Bureau  of  the  Census.,  Historical  Statistics  of  the  United  States,  Colonial  Times  to  1957, 
ftavPT-nTriPrst  Pr-inti-no- OffiPA  W‘''a<s'hiri?7tnTl*  D.C..  1960.13.  756. 
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\ks^achuse:is 

14,03"’ 

\';rdr.ia 

18.731 

New  York 

4.116 

Fh.  niouih 

1.566 

Man'land 

4.504 

Delaware 

185 

Conneciicut 

4.139 

New  Hampshire 

1 .305 

Maine 

1.000 

Rliode  island 

785 

Totals 

'I  n  -t  -n 

23,235 

4,30! 

Of  this  total  1,630  are  estimated  to  be  Negroes,  distributed  with  approximately  400  in 
New  Enaland.  500  m  New  York,  400  in  Virginia,  and  300  in  Maryland.  Inasmucli  as 
±e  vast  inaiodt}'  of  the  4,300  people  in  the  Middle  colonies  were  not  English  (Dutch, 
Svredish.  Frencli).  this  means  that  approximately  44,000  out  of  a  total  50,000  were 
Enalisli,  divided  almost  evenly  between  the  colonies  of  New  England  and  the  Chesa¬ 
peake  region. 

Tiie  outward  trek  from  England  began  slowly  in  the  first  decade  of  the  seven- 
teentli  centmy^^  with  the  forming  of  the  London  Company  to  stimulate  colonization  of 
Virgmia,  but  the  going  was  verv'^  slow  until  the  accumulating  social  ferment  began  to 
boi  over  in  the  late  i620s.  EvervAliing  seemed  to  be  wrong  at  home-depression, 
epidemics,  crop  failures,  royal  attacks  upon  Parliament,  and  Archbishop  Laud’s  re¬ 
ligious  persecution  of  the  Puritans.  In  contrast,  the  glowing  reports  of  new  lands  and 
new  hopes  began  to  sound  better  and  better.  Coupled  with  these,  a  notable  company 
of  Puritan  leaders  began  to  add  a  deeply  felt  religious  drive  to  all  the  others;  here  was 
man’s  best  hope  to  establish  the  Lord’s  society  upon  earth. 

The  chief  motive  for  the  Puritans  was  far  less  focused  upon  lucrative  trade  than 
It  was  for  those  who  were  attracted  to  the  Caribbean  islands  or  to  the  Chesapeake 
planiations.  They  were  apparently  devoid  of  the  desire  for  military  conquest  that 
prompted  the  Spanish  in  Central  and  South  America.  This  fact  produced  a  remarkable 
difference  that  eventuaEy  had  fundamental  significance  for  education.  Bridenbaugh 
puis  it  this  way : 

The  exodus  of  the  English  Puritans  to  New  England,  1629-42,  was,  and 
still  is,  unique  in  the  annals  of  migration.  .  .  . 

The  most  striking  fact  about  this  remarkable  movement  is  that,  once  it  got 
under  way,  by  dint  of  able  leadership,  it  quickly  generated  a  dynamic  momen¬ 
tum  of  its  own.  Here  was  no  artificially  stimulated,  haphazard  outpouring  of 
Lndividuai  Englishmen  to  serve  mercantile  ends.  The  massive  religious  concern  of 
the  English  people,  and  of  the  Puritans  in  particular,  impelled  these  emigrants  to 
abandon  England  to  save  them  souls;  only  secondarily  did  economic  or  social 
considerations  figure  in  their  decisions.  A  majority  of  the  rank  and  file,  as  w^ell  as 
the  leaders,  believed  firmly  that  they  had  discovered  the  Northwest  Passage  to 
Utopia  where  they  could  be  “merry  in  the  Lord”  and  eventually  attain  everiast- 
ins  salvation.”^ 

BridenbiCgrn  ep.  jit.,  pp.  434-435. 
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Of  particular  note  is  that  the  Puritans  went  to  New  England  in  groups-family 
ijroups  and  church  congregation  groups.  Colonists  that  prayed  together  tended  to  stay 
Saether.  to  work  together,  to  rule  together,  and  to  educate  together.  In  contrast,  &e 
Csnibbean  and  Chesapeake  plantations  sought  to  persuade  and  did  persuade  a  high 
cronortion  of  single  men  to  go  to  work  in  the  fields,  and  to  earn  their  passage  by 
L-identuring  themselves  as  servants  or  bonded  farm  hands.  Bridenbaugh  estimates  that 
ir!"*l625  one-third  of  the  population  of  Virginia  consisted  of  indentured  servants;  by 
1692  more  than  three-fourths  in  Virgina  and  Maryland  were  indentured.  New  England 
had  its  share,  but  far  fewer  in  comparison  with  the  family  groups  who  came  from  a 
Mde  cross  section  of  the  English  classes.  Almost  all  were  free  men  and  free  women, 
few  from  the  nobility  or  upper  gentry,  and  few  from  the  lowest  classes  of  farm  hands, 
raral  vaaabonds,  city  rogues,  or  day  laborers.  They  paid  their  own  way.  They  came 
from  the  most  populous  sections  of  southeastern  England,  and  they  carried  with  them 
the  educational  traditions  of  the  most  advanced  regions  of  town  and  city  life  in  the 
England  of  the  day. 

All  the  evidence  seems  to  point  to  the  fact  that  the  rate  of  literacy  was  even 
hiaher  than  in  England  and  the  proportion  of  university  graduates  was  probably  higher 
than  in  any  other  society  in  the  world  up  to  that  time.  It  is  estimated  that  there  were 
130  university  graduates  in  New  England  in  the  1640s.  Of  these,  the  vast  majority 
(possibly  ninety)  were  ministers.  This  could  mean  a  ratio  of  something  like  1  univer- 
siw  graduate  for  every  100  to  200  people,  perhaps  1  to  every  40  or  50  famiUes.  When 
the  much  larger  number  who  had  attended  grammar  schools  or  English  schools  is 
added,  the  educational  complexion  of  transplanted  English  society  gave  New  England 
a  basic  head  start  over  its  sister  colonies.  Samuel  Eliot  Morison  finds  the  high 
educational  level  of  New  England  to  be  a  significant  factor  in  the  earlier  development  of 
an  active  intellectual  and  cultural  life  as  compared  with  the  slower  development  in 
Virginia,  Maryland,  Bermuda,  and  Barbados.^® 

The  American  colonies  as  a  whole  may  not  have  have  been  exactly  “born  free,” 
but  the  New  England  colonies  were  certainly  born  well  educated,  and  the  other 
colonies  lagged  not  far  behind.  Each  segment  of  English  society  proceeded  promptly 
to  recreate  on  American  shores  much  of  the  structure  and  form  of  the  English  strain  of 
Western  civOization  which  they  represented.  When  these  quahties  were  planted  and 
nurtured  in  different  settings  they  eventually  produced  the  American  variation  of 
Western  cMization.  But  the  relatively  high  level  of  education  among  English  colonists 
gave  them  the  initial  advantage  in  Anglicizing  the  other  European  colonies  that  dotted 
the  .American  coastline. 

In  the  process  of  ciwlizational  transplanting,  the  motives  that  sent  the  English, 
Scottish,  Dutch,  Swedish,  French,  Germans,  and  other  north  Europeans  to  America 
were  a  result  of  the  course  of  events  in  their  homelands.  Some  came  because  of 
political  or  religious  persecutions;  others  came  in  the  hope  of  greater  economic 
security  than  was  possible  at  home;  and  still  others  came  in  a  spirit  of  adventure, 
desperation,  or  compulsion.  Some  were  sent  out  to  serve  the  political  and  mercantile 


Samuel  Eliot  Moiison,  TJte  Intellectual  Life  of  Colonial  New  England,  New  York  University 
Press,  N.Y.,  1936  (reprinted  by  Cornell  University  Press,  Ithaca,  N.Y.,  1960,  pp.  14-15). 
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purposes  of  the  mling  classes  at  home,  but,  comparatively,  the  economic  patterns  of 
feudalism  with  their  rigid  class  stratification  never  gained  the  firm  foothold  in  the 
Angfo-Protestant  colonies  that  characterized  Latin-Catholic  America.  The  soldier  of 
fortune  and  the  adventurer  were  so  rare  that  the  North  xAmerican  colonies 

were  spared  much  of  the  economic  exploitation  and  military  oppression  that  flour¬ 
ished  in  Central  and  South  America. 

Yet,  curiously,  the  Latin-Catholics  not  only  sent  to  America  more  militar}' 
conquerors  and  economic  exploiters  but  they  also  sent  out  more  missionaries  than  did 
the  Protestants.  The  Spanish  missionaries,  as  we  have  seen  in  the  prior  chapter, 
constituted  a  vast  educational  instrument  of  the  civilizing  and  Christianizing  spirit  that 
flowed  out  from  Latin  Europe  in  the  sixteenth  and  seventeenth  centuries.  By  com¬ 
parison,  the  effort  of  the  Protestants  in  America  during  the  seventeenth  centur}-^  was 
feeble  indeed.  They,  of  course,  did  not  have  at  hand  anything  like  the  well-organized 
associations  of  mendicant  friars  or  Jesuits  who  had  fanned  out  virtually  around  the 
entire  world.  Besides,  they  were  not  confronted  with  the  enormous  populations  of 
settled  Amerindians  who  had  developed  well-organized  traditional  civilizations  of  their 
own.  And  the  Puritans,  at  least,  came  to  America  primarily  to  establish  their  own 
forms  of  civilization  for  themselves,  not  particularly  or  primarily  to  civilize  the 
indigenous  populations  they  found. 

To  be  sure,  the  English  crown  proclaimed,  as  the  Spanish  and  Portuguese  had 
done,  that  the  hi^  purpose  of  colonization  was  to  bring  civility  to  the  savages  and 
barbarians  of  the  New  World.  They  urged  their  proprietors  and  colonists  to  Chris¬ 
tianize  the  natives  by  conversion  and  by  education.  As  early  as  1617  James  I 
encouraged  the  founding  of  schools  for  Indians  in  Virginia,  and  plans  were  even  made 
for  an  Indian  college  to  be  established  at  Henrico,  but  the  massacre  of  1622  dis¬ 
couraged  the  idea  in  Virginia  for  decades  to  come. 

In  the  middle  of  the  century  much  greater  success  was  achieved  in  New  England, 
especially  by  Reverend  John  Elot  who  preached  to  the  Indians  in  their  own  language, 
established  ‘"praying  towns”  to  bring  European  methods  of  agriculture  and  urban  ways 
of  life  to  the  Indians,  and  of  course  brought  literacy  and  education  to  them.  But 
herein  lay  a  basic  handicap  for  the  Protestants,  and  especially  the  Puritans.  Whereas 
the  Catholic  missionaries  would  convert  thousands  of  Indians  by  baptism  and  oral 
participation  in  the  liturgy,  the  Puritans  required  enough  literacy  so  that  each  individ¬ 
ual  could  read  the  Bible  for  himself,  either  in  English  or  in  Ms  own  language.  The 
An,gio-Protestant  task  of  conversion  thus  had  to  be  longer  and  more  complicated  than 
the  Latin-Catholic  task. 

Even  so,  strenuous  efforts  were  made  by  EHot,  Reverend  Jonathan  Mayhew,  and 
a  few  others.  The  Puritan  Parliament  even  went  to  the  length  of  establishing  in  1649 
the  Society  for  the  Propagation  of  the  Gospel  in  New  England  to  assist  Mayhew  and 
Eliot  in  their  good  work  with  the  Indians.  By  1675  it  is  estimated  that  some  20 
percent  of  the  Indian  population  of  New  England  had  been  Christianized  (around 
2,c00  persons).  An  Indian  school  building  had  been  built  at  Harvard,  and  a  few  Indian 
children  attended  the  public  schools  of  Massachusetts,  as  well  as  the  schools  in.  Eliot’s 
pra\ing  towns.  But  again  King  Philip’s  war  slowed  down  interest  in  1675  in  educating 
what  had  become  a  fearful  enemy. 
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As  with  the  blacks  who  were  brought  as  slaves  from  Africa  or  the  West  Indies  in 
the  course  of  the  seventeenth  century,  the  major  efforts  at  educating  the  Indians  did 
not  develop  until  the  onset  of  the  civilizing  mission  that  swept  through  the  Western 
societies,  including  America,  from  the  beginning  of  the  eighteenth  century  onward. 
(Ser  Chapter  14.)  The  judgment  of  a  report  to  the  Virginia  Company  in  1622  was 
probably"  agreed  to  by  aU  but  the  most  zealous,  tenacious,  and  persistent  of  the 
seventerath-century  advocates  of  bringing  civility  to  the  Indians; 

The  way  of  conquering  them  is  much  more  easie  then  of  ciuilizing  them  by 
faiie  meanes,  for  they  are  a  rude,  barbarous,  and  naked  people,  scattered  in  small 
companies,  which  are  helps  to  Victorie,  but  hinderances  to  Ciuditie:  Besides 
that,  a  conquest  may  be  of  many,  and  at  once;  but  ciuility  is  in  particular,  and 
slow,  the  effect  of  long  time,  and  great  industry.^® 

It  was  all  well  and  good  for  the  gentle  humanists  like  Erasmus,  More,  and  Elyot, 
or  their  successors  like  Henry  Peacham  or  Richard  Braithwaite  a  hundred  years  later, 
to  sit  in  their  comfortable  studies  and  write  in  elegant  Latin  or  English  about  the  way 
that  a  classical  education  could  combine  with  gentle  birth  to  form  the  characters  of 
European  aristocrats  so  that  they  would  become  wise  and  kind  mlers.  But  the  harsh 
realities  of  bringing  such  an  education  to  the  uncivil  folk  peoples  on  the  frontier  of  the 
New  World  in  an  unfriendly,  even  brutal,  environment  were  quite  another  matter. 
Even  the  connotation  of  the  word  cmlity  used  by  the  English  to  sum  up  the  idea  of 
establishing  a  political  order  based  upon  justice,  reason,  and  compassion,  was  too 
gentle  for  the  arduous  process  required  in  America,  Africa,  or  Asia. 

Once  the  wilderness  was  pushed  back  a  little  and  the  clear  and  present  dangers 
surmounted  for  a  while,  then  the  regrouped  forces  of  rehgious  revival  and  humani¬ 
tarian  zeal  could  infuse  a  new  and  more  vigorous  spirit  toward  educating  the  natives 
around  the  world.  In  the  eighteenth  century  even  the  words  were  to  change;  gentle 
“civility”  became  triumphant  “civilization,”  the  goal  of  the  aggressive  civilizing  mis¬ 
sion  of  the  West. 


Establishing  a  Religious  Civil  Society 

The  actual  political  institutions  set  up  in  New  England  in  the  early  seventeenth 
century  were  a  mixture  of  Calvin’s  theocratic  conception  of  the  state  and  the 
constitutional  liberties  being  won  by  Englishmen  in  Parliament  at  home.  The  result 
was  a  covenant  or  compact  theory  of  polity:  the  state  w'as  viewed  as  a  gift  of  God  by 
which  men  obeyed  his  command  to  establish  a  government  on  earth.  Thus  the  state 
must  be  the  protector  and  supporter  of  the  church,  to  do  its  bidding  and  enforce  its 
pronouncements.  This  theory,  however,  had  to  be  reconciled  with  the  fact  that 
political  authority  flowed  from  the  Crown. 

The  charter  granted  by  the  king  to  the  Massachusetts  Bay  Company  in  1629 

^'’Edward  Waterhouse,  “A  Declaration  of  the  State  of  the  Colony  and.  ...  A  Relation  of  the 
Barbarous  Massacre  .  . .  ,“  (1622),  Document  no.  210,  in  Susan  Myra  Kingsbury  (ed.),  The  Records 
Oj  the  Virginia  Cornpanv  of  London,  Government  Printing  Oftice,  Washington,  D.C.,  vol. 
p.  557. 
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vested  the  govemment  in  a  governor,  a  deputy  governor,  and  the  free  men  (stock- 
lidders)  of  the  company  who  elected  the  General  Court,  which  exercised  legislative 
furiCtiofiS  of  government.  The  Puritans  quickly  established  a  religious  basis  for  this 
arrangement  by  passing  laws  that  gave  voting  privileges  only  to  those  male  persons  who 
were  church  members  as  well  as  landowners.  The  estimate  has  been  made  that  even  in 
1674  only  about  one-fifth  of  the  men  in  the  colony  fulfilled  these  requirements  for 
the  suffrage.  IMe  there  was  no  popular  government  in  the  modem  democratic  sense, 
ihe  basis  for  representative  government  was  present  from  the  beginning.  When  Mas¬ 
sachusetts  was  transformed  into  a  royal  province  in  1691  and  government  vested  in  a 
governor  appointed  by  the  Crown,  the  religious  qualfication  for  voting  was  abolished, 
and  only  the  property  qualification  remained. 

In  the  course  of  the  seventeenth  century^  the  English  established  hegemony  over 
the  Atlantic  seaboard  colonies.  The  Dutch  West  India  Company,  which  sent  over  its 
first  permanent  settlement  in  1630,  directed  the  affairs  of  New  Netheriand  from 
Holland.  x4  Swedish  trading  company  formed  in  1624  sent  settlers  up  and  down  the 
Delaware  River  from  1638  on.  After  mid-century,  however,  a  second  wave  of  coloniza¬ 
tion  began  to  take  place  which,  .in  the  course  of  twenty  to  thirty  years,  began  to 
change  siginificantiy  the  course  of  colonial  development.  In  1655  the  Dutch  governor 
of  New  Netheriand  wrested  control  of  the  Delaware  from  the  Swedes,  but  in  1664  the 
Englsh  took  over  al  of  New  Netheriand  and  made  it  an  English  royal  colony,  with 
its  mixture  of  Quakers,  New  England  Puritans,  French  Huguenots,  Swedes,  Finns. 
Germans,  Scots-Irish,  and  EngEsh. 

When  William  Penn  received  a  large  grant  of  land  from  Charles  If,  his  advertise¬ 
ments  extoling  the  advantages  of  free  government,  economic  opportunity,  and  re- 
Igious  freedom  induced  many  to  flock  to  Pennsylvania,  beginning  in  1681.  Attracting 
7,000  to  8,000  settlers  by  1685,  Peiins}4vama  rapidly  became  one  of  the  most 
populous  colonies,  made  up  as  it  was  of  many  different  nationalities  and  religious 
sects.  By  1700  not  only  Quakers  but  English,  Welsh,  German,  French,  and  Dutch,  each 
with  their  own  distinctive  religious  beliefs,  had  poured  into  eastern  Pennsylvania. 

The  London  Company  took  the  lead  in  settling  Virginia  for  commercial  purposes 
at  a  time  when  England  very  much  needed  raw  materials.  A  governor  and  a  counci  of 
wealthy  families  were  set  up  soon  after  the  London  Company  was  formed  in 
1606-1607,  and  by  1619  a  representative  assembly  called  the  House  of  Burgesses  was 
established  as  wel,  consisting  of  two  representatives  from  each  county  elected  by  the 
free  (pioperty-owniag)  citizens.  Late  in  the  century  the  Carolinas  were  established  on 
a  siimlar  pattern.  Maiyiand  was  founded  by  a  grant  of  land  to  Lord  Baltimore  in  1634 
as  a  haven  for  Catholics,  but  other  colonists  poured  in  so  rapidly  that  by  1700  the 
Catholics  were  outnumbered  by  Puritan  and  Anglican  settlers. 

The  political-religious  events  in  England  had  much  to  do  with  stimulating 
emigration  to  the  Anglican  colonies  of  the  South.  Just  as  the  Puritan  exodus  to  New 
England  had  been  accelerated  by  the  persecution  of  Puritans  by  Archbishop  Laud  in 
the  1630s,  so  the  establishment  of  the  Puritan  Commonwealth  in  1649  tended  to  drive 
Anglcans  and  royalsts  to  the  southern  and  middle  colonies  during  the  1650s. 
likewise,  the  revocation  of  the  Edict  of  Nantes  in  1685  by  Louis  XIV  in  France 
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enriched  America  by  sending  many  French  Huguenots  to  the  middle  colonies,  and  the 
Thirty  Years’  War  in  Germany  (1618-1648)  eventually  sent  many  Germans  to  America 
hopin°  for  a  greater  measure  of  rehgious  tolerance. 

In  Nerv  England  the  land  originally  granted  by  the  king  to  the  Massachusetts  Bay 
Company  was  in  turn  granted  to  groups  of  people  who  held  much  of  it  in  common  for 
joint  use  as  pasturage  and  for  other  purposes.  The  farmers  typically  lived  together  near 
the  meetin^ouse,  church,  and  school  and  went  out  to  work  their  farms,  which 
radiated  from  the  population  center.  This  provided  a  degree  of  community  association 
not  found  in  the  same  degree  in  the  southern  colonies.  Similarly ,  such  a  compact  social 
community  became  much  more  self-sufficient  in  providing  its  own  food,  clothing, and 
shelter.  A  variety  of  skilled  workmen  became  an  integral  part  of  the  town  life, 
providing  useful  articles  for  other  members  of  the  community  and  giving  a  diversified 
character  to  New  England  economic  life.  It  could  thus  support  merchants,  farmers, 
sailms.  fishermen,  shipbuilders,  and  a  host  of  specialized  workers.  This  reliance  upon 
skilled  labor  rather  than  unskUled  labor  meant  that  slaves  never  became  the  economic 
asset  in  New  England  that  they  did  in  the  South. 

Two  things  should  be  noted  concerning  the  population  of  seventeenth-century 
New  England.  One  is  that  the  whole  spectrum  of  tire  class  structure  of  society  in 
England  below  the  nobility  and  above  the  working  classes  (see  Figure  8.1 ,  p.  266)  was 
tramferred  to  New  England.  The  other  is  that  the  beginnings  of  a  more  democratic 
society  were  evident  in  the  policy  of  town  making  and  land  granting.  The  policy  of 
granting  free  land  to  smaU  holders  so  bolstered  the  free  classes  tliat  a  large  share  of 
economic  democracy  eventually  provided  a  firm  basis  upon  which  later  political  and 
social  democracy  could  be  built. 

These  democratic  tendencies,  however,  had  to  struggle  hard  against  the  privileges 
imported  from  England  by  the  gentry  and  merchant  classes,  who  had  preferential 
status  in  the  matters  of  voting,  less  severe  punishments  for  minor  and  major  offenses, 
and  favored  distinctions  in  matters  of  title,  dress,  and  seating  in  church.  These 
d^tinctions  eventually  led  to  a  conflict  between  the  agricultural  interests  of  the 
backwoods  farmers  and  the  commercial  interests  of  the  towns,  and  between  the  skilled 
artisans  and  the  merchants  within  the  towns.  In  Virginia,  the  original  population  was 
siinilar  in  cla^  structure  to  that  of  New  England,  except  for  the  larger  proportion  of 
indentured  servants.  It  was  not  until  after  1680  that  the  introduction  of  tobacco  led  to 
the  growth  of  the  importation  of  Negro  slaves  from  Africa,  a  fateful  development  for 
the  future  of  the  New  as  wel  as  the  Old  World- 

Foiloudng  the  patterns  of  church-state  relations  developed  in  Reformation 
Europe,  most  of  the  colonial  legislatures  instituted  establishments  of  religion  in 
America.  This  meant  two  things.  First,  it  meant  that  the  state  gave  financial  support^to 
a  single,  preferred  church.  This  was  done  by  levying  taxes  upon  everyone  and  granting 
public  lands  to  be  used  by  the  church  to  pay  salaries  of  the  established  ministers,  to 
erect  church  buildings,  and  to  main  tain  church  services. 

An  establishment  of  religion  meant,  secondly,  that  the  state  enforced  by  law  the 
doctrines  of  the  perferred  church,  requiring  people  to  attend  its  public  worship  and 
prohibiting  public  worship  according  to  any  other  religion.  Those  who 
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persisted  in  liolding  or  expressing  dissenting  views  were  subject  to  trial  in  civil,  courts 
and  nunishnteni  by  fbe,  jail,  or  torture.  Dissenters  were  denied  the  right  to  vote  or 
hold  public  office. 

In  New  England,  the  Congregational  Puritan  form  of  church  organization  was 
established  by  lawb]/  the  Massachusetts  and  Connecticut  legislatures,  and  in  fact  if  not 
by  specific  law  in  New  Hampshire,  but  no  church  was  established  in  Rhode  Island. 
There,  religious  freedom  was  sturdily  maintained  by  Roger  Williams  and  Ms  fohowers 
in  line  with  the  principles  of  sepa,ration  of  church  and  state  expressed  by  the 
Anabaptist  sects  of  Europe.  Rhode  Island  thus  became  the  principal  haven  for  religious 
dissenters  in  New  England,  as  Penns>dvania  was  in  the  Middle  Colonies. 

In  the  South  the  Church  of  England  was  from  the  first  established  in  Virginia  by 
the  terms  of  the  charter  of  1607  to  the  London  Company  and  by  many  subsequent 
laws  promulgated  under  the  company  and  by  the  legislature.  Even  so,  it  was  difficult 
for  the  church  to  flourish  in  the  early  seventeenth  century  because  the  lack  of  towns, 
the  sparse  and  dispersed  population,  the  poor  salaries  paid  to  the  clergy,  and  the 
pri,initive  conditions  of  life  made  it  hard  to  persuade  able  priests  to  leave  their  parishes 
in  England.  Although  Maryland  was  first  settled  largely  by  Catholics,  a  law  of 
toleration  was  passed  in  1649  permitting  trinitarian  Christians  to  worsMp  as  they 
pleased,  until  the  Church  of  England  was  established  by  law  some  half  centur>"  later. 

The  general  religious  profile  in  the  seventeenth-century  colonies  was  thus  mixed: 
established  churches  in  New  England  and  the  South;  considerable  toleration  in  Rhode 
Island,  Pennsylvania,  and  Delaware;  and  considerable  uncertainty  and  change  in  New 
York,  New  Jersey,  and  Maryland.  By  1700  nearly  300  churches  had  been  established 
in  the  English  colonies.  Most  of  them  were  Calvinist  (Congregational,  Presbyterian, 
Dutch  Reformed,  and  French  Reformed). 

Despite  the  sectarian  and  political  quarrels  that  divided  one  group  from  another, 
the  dominating  world  outlook  among  the  colonists  was,  of  course,  basically  Christian. 
Wiether  Catholic  or  Protestant,  Calvinist  or  Lutheran,  English  or  Dutch,  church 
member  or  not,  the  prevafling  atmosphere  of  belief  and  attitude  was  that  of  Chris¬ 
tianity.  Puritan  and  Quaker,  separatist  and  Anglican  could  quarrel  about  the  proper 
way  to  reach  salvation,  but  they  all  agreed  that  salvation  was  important.  They  could 
disagree  concerning  the  role  of  the  clergyman  in  bringing  the  individual  into  proper 
relationship  with  God,  but  they  al  agreed  that  making  one’s  peace  with  God  was  the 
prime  purpose  of  life.  The  Calvinist  may  have  emphasized  total  depravity  a  little  more, 
and  the  Quaker  may  have  stressed  the  “inner  light”  of  conscience,  but  they  both 
operated  from  a  point  of  view  that  was  generally  at  odds  with  the  new  philosophy  of 
science  that  was  developing  in  Western  Europe, 

The  basic  structure  of  the  Christian  tradition  was  reenforced  in  the  New  World 
with  txtry  riiipload  of  colonists.  They  assumed,  and  were  constantly  reminded  by 
their  preachers  and  by  easy-to-read  devotional  books  that  human  nature  was  divided 
into  a  material  and  a  spiritual  element,  the  body  partaking  of  nature  and  the  soul 
linking  manN  spirit  lo  the  highest  spirit  of  all.  Calvinism  was  perhaps  more  gloomy  and 
pessimistic  than  any  other  sect  about  the  inherent  depravity  of  human  nature,  but  all 
Chnsnan  taiths  put  some  stock  in  the  fal  of  Adam  and  hence  the  need  for  men  to  seek 
torgiveness  and  grace  by  expressing  faith  in  Christ’s  sacrifice.  By  exercising  this 
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oodliness  in  their  daily  lives,  they  would  be  saved.  Finally,  it  was  assumed  that  all 
^owledse  emanated  from  God  and  was  implanted  in  man  for  his  purposes.  This 
^eant  that  the  highest  type  of  knowledge  was  revealed  to  man  through  the  Scriptures. 
"£rowled2e  of  lower  nature  was  deemed  important  only  as  it  revealed  the  superior 
'sture  of  God  and  his  handiwork.  This  traditional  outlook  on  the  world,  on  human 
£rare.  and  on  knowledge  and  learning  dominated  the  education  of  seventeenth- 
centuT}'  America.^' 

Some  of  the  Puritan  spokesmen  who  wrote  for  and  about  children  took  pains  to 
emnhasize  that  children,  bom  in  sin,  must  be  taught  to  fear  God,  obey  his  command¬ 
ments.  and  submit  to  their  parents’  authority.  One  of  the  earliest  catechisms  designed 
especially  for  children  was  written  by  the  Puritan  divine,  John  Cotton,  and  entitled 
skritual  Milk  for  American  Babes  Drawn  out  of  the  Breasts  of  Both  Testaments  for 
their  Souls  Nourishment.  Cotton  emphasized  that,  since  children  were  infected  with 
orianal  sin  and  naturally  inclined  toward  evil,  they  must  be  especially  obedient  to 
parents,  teachers,  ministers,  magistrates,  and  all  others  in  authority.  They  should  pray 
constantly,  repent  their  sins,  attend  church,  learn  their  catechisms,  and  observe  strict 
discipline  in  all  that  they  did.  Cotton  even  proposed  that  rebellious  children,  if 
sufficiently  incorrigible,  should  be  put  to  death. 

One  of  the  most  elaborate  Puritan  statements  of  attitude  toward  children  in  the 
seventeenth  century  was  a  booklet  written  by  Cotton  Mather  in  1699,  entitled  A 
Family  Well-Ordered.  The  first  part  of  the  book  told  parents  how  they  should  bring  up 
their  children  to  be  pious,  to  fear  God,  to  pray,  and  to  obey  their  elders.  Parents  must 
constantly  be  on  the  alert  to  keep  their  children  under  control,  to  mle  them  with  an 
iron  hand  of  authority,  justice,  and  fear.  If  “charging  them”  to  be  good  did  not  work, 
the  rod  should  be  vigorously  applied.  The  second  part  was  addressed  to  the  children 
themselves,  painting  a  vivid  picture  of  the  torments  and  punishments  in  store  for  the 
uadutiful  child  in  the  endless  darkness  of  eternal  Hell.  The  dutiful  child,  on  the  other 
hand,  could  expect  reasonable  well-being  if  he  behaved  himself,  gave  proper  reverence 
to  God,  and  gave  obedience  and  recompense  to  his  parents. 

It  is  no  wonder  that  educational  method  should  have  relied  so  heavily  upon 
instilling  fear  in  children,  demanding  obedience,  and  resorting  to  strict  discipline, 
physical  as  well  as  mental.  An  authoritarian  age  produced  authoritarian  education. 


The  Standing  Order  in  Education 

The  pattern  of  institutions  just  described,  often  known  collectively  as  the  standing 
order,”  was  a  complex  arrangement  serving  the  interests  of  the  ruling  groups  who  held 
political,  economic,  and  rehgious  power.  Qearly,  organized  education  in  seventeenth- 
century  America  was  shaped  by  the  institutions  and  outlooks  of  the  standing  order. 
The  main  support  for  a  state  system  of  education  was  to  be  found  in  the  authoritarian 
coRectivism  of  Calvinist  or  Anglican  America,  rather  than  in  the  Hbertarian  individu¬ 
alism  of  Rhode  Island,  where  few  steps  were  taken  toward  state  promotion  of 
education. 

For  a  particularly  illuminating  discussion  of  the  devotional  manuals  and  the  role  of  family  and 
clergy  in  colonial  education,  see  Lawrence  A.  Cremin,  American  Education:  The  Colonial  Experi¬ 
ence.  1607-1783,  Harper&  Row,  New  York,  1970,  especially  chaps.  I,4,and5. 


284 


EDUCA  Tim  IN  THE  BUILDING  OF  WESTERN  CIVILIZA  TION 


The  principal  impetus  for  organized  education  on  the  part  of  civil  authorities 
arose  in  New  England,  where  Calvinist  ideals  of  religion  and  education  prevailed.  At 
fust  the  initiative  in  establishing  schools  was  taken  by  the  various  towns  before  the 
colonial  legislatures  added  their  authority  to  the  process.  As  early  as  1635  the  town  of 
Boston  voted  to  establish  a  grammar  school  to  be  supported  by  private  subscription 
and  by  income  from  a  parcel  of  land  set  aside  for  this  purpose  by  the  town.  Before  the 
end  of  the  cenran"  some  thirty  New  England  towns  had  made  simiar  provisions  for 
the  establishment  of  schools;  notable  among  those  were  Charlestown,  Ipswich,  Salem, 
Dorcliester.  New  Haven,  Hartford,  Cambridge,  and  Roxbur>u  The  principle  was  soon 
fairly  well  established  in  New  England  that  the  towns  should  not  only  take  the 
initiative  in  seeing  that  schools  were  established  but  also  take  at  least  partial  responsi- 
biity  for  supporting  them.  Financial  support  came  from  several  sources:  tuition  from 
those  parents  who  could  afford  it;  rate  bills  levied  on  families  in  proportion  to  the 
number  of  children  they  sent  to  school  and  the  amount  of  time  spent  there;  income 
from  town  lands,  fisheries,  or  tolls:  fines  and  licenses;  and  property  taxes. 

The  next  step  in  civil  control  of  schools  came  when  the  colonial  legislatures 
stepped  in  to  prod  those  towns  which  had  failed  to  establish  schools  on  their  own 
initiative.  The  Massachusetts  Bay  Colony  took  the  lead  in  this  process  in  two  school 
iaw^s  that  had  considerable  influence  upon  other  colonies.  In  the  law  of  1642,  the  state 
assumed  the  authority  to  tell  town  officials  that  they  had  the  power  to  require  parents 
to  educate  their  cMdren.  The  law  did  not  establish  schools,  nor  did  it  require  the 
towns  to  establish  schools.  It  did  call  for  compulsory^  instruction  of  children  by 
parents  or  masters.  It  set  up  the  minimum  essentials  to  be  taught  (reading  of  English, 
knowledge  of  the  capital  laws,  the  catechism,  and  apprenticeship  in  a  trade).  It  gave 
the  selectmen  authority  to  see  that  the  parents  obeyed  the  law  and  to  enforce  the 
niiing  by  fines  and  compulsory  apprenticeship. 

Apparently,  however,  neither  the  parents  nor  the  towns  responded  with  enough 
alacrity  to  suit  the  General  Court,  for  five  years  later  another  law  was  passed  that  went 
still  further  in  estabishing  the  authority  of  the  state  over  education.  In  the  law  of 
1647,  the  legislature  required  each  town  of  50  families  to  provide  an  elementaiy^ 
school  teacher,  and  each  town  of  100  families  to  establish  a  Latin  grammar  school 
The  law  made  it  legaly  permissible  for  towns  to  levy  taxes  for  the  support  of  such 
teachers  and  tried  to  give  teeth  to  enforcement  by  levying  fines  upon  towns  that  failed 
to  live  up  to  the  provisions  of  the  law.  If  parents  would  not  attend  to  the  instructiofi 
of  their  children,  then  teachers  and  schools  must  do  so. 

The  state  now  asserted  its  right  to  require  towns  to  establish  schools  and  to 
delegate  to  cM,  authorities  the  right  to  manage,  supervise,  and  control  schools.  As  yet 
the  principle  of  compulsory  attendance  at  schools  was  not  enunciated.  Parents  were 
still  free  to  teach  their  own  cMdren,  to  hire  tutors  to  teach  them,  or  to  send  them  to 
school,  as  they  wished.  The  state  was  tiymg  to  make  it  more  likely  that  children  would 
actualy  receive  instruction  by  making  public  instruction  more  easily  available.  In  1650 
the  colonial,  legislature  of  Connecticut  passed  a  law  like  that  of  the  Massachusetts  law 
of  1647;  New  Haven  folowed  suit  in  1655.  Similar  developments  took  place  in  Dutch 
New  Netherland  where  at  least  twelve  towns  had  established  their  Calvinist  schools  by 
1650. 


fHE DISPERSION  OF  ANGW-PROTESTANT EDUCATION 
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What  the  New  England  colonies  did  was  to  combine  (1)  their  Calvinist  Puritan 
belief  that  education  was  required  for  the  achievement  of  the  true  Christian  common¬ 
wealth,  and  (2)  the  Anglican  tradition  that  state  control  over  the  apprenticeship  of 
poor  children,  as  expressed  in  the  Statute  of  Artificers  of  1563  and  the  Poor  Law  of 
koi,  was  necessary  to  protect  the  standing  order  from  crime  and  disorder.  The  state 
m  New  England  was  establishing  its  right  to  require  vocational  education  through 
comBulsory  apprenticeship  at  the  same  time  that  it  required  education  in  language  and 
reading  as  the  basic  ingredients  of  civility. 

In  a  more  general  sense,  the  New  England  colonies  were  reflecting  the  general 
expansion  of  education  that  marked  England  from  the  mid-sixteenth  to  the  mid-seven- 
leenth  centuries.  They  were  a  part  of  the  English  educational  revolution  described  in 
:lie  prior  chapter.  They  reflected,  too,  the  concern  by  local  and  central  government  for 
education,  which  had  been  developing  for  a  century  in  England.  Instead  of  waiting  for 
the  home  government  to  promote  education  in  America,  they  took  upon  themselves 
the  governmental  jurisdiction  over  education  which  the  highest  political  authority  in 
Endand  had  already  exerted  in  the  national  laws  on  apprenticeship  and  poverty. 

The  New  England  version  of  cM  authority  in  education  boiled  down  to  this:  the 
colonial  government  could  require  parents  to  have  their  children  educated  (either  by 
themselves  or  by  teachers);  the  central  government  of  the  colony  could  require  local 
towns  to  appoint  teachers  or  establish  schools;  public  funds  could  be  raised  by 
taxation  to  pay  the  teachers;  and  public  teachers  were  subject  to  direct  supervision  and 
control  by  such  governmental  authorities  as  the  General  Court,  the  town  meeting  as  a 
whole,  the  selectmen,  or  a  special  education  committee. 

Teachers  of  town  schools  were  usually  appointed  at  town  meetings  or  by  the 
selectmen  with  the  approval  of  the  ministers.  Teachers  of  church  schools  were  usually 
appointed  by  church  officials  or  clergymen.  This  meant  that  the  qualifications  of 
teachers  were  passed  upon  by  towns,  by  churches,  by  royal  companies,  by  royal 
governors,  and  often  by  the  bishop  of  London  in  the  case  of  Anglican  teachers.  It 
meant,  too,  that  the  most  important  qualification  for  teaching  was  religious  ortho¬ 
doxy. 

Licenses  for  teachers  were  regularly  issued  by  civil  authorities  in  all  the  colo¬ 
nies— another  evidence  of  civil  control  of  education.  Teachers  were  supervised  and 
inspected  by  clerg>^men,  selectmen,  and  committees  that  visited  the  schools  to  see  if 
students  were  actualy  learning  correctly  the  grounds  of  religion  and  the  rudiments  of 
rea-ding,  writing,  and  arithmetic.  Tenure  thus  depended  mainly  upon  reMgious  ortho¬ 
doxy,  civic  loyalty,  and  good  moral  character.  In  general,  teachers  possessed  about  as 
good  moral  character  as  the  rest  of  the  population  as  far  as  drunkenness,  profanity, 
legal  and  financial  troubles,  or  crimes  of  violence  or  sex  were  concerned.  Most  teachers 
were  men,  but  women  also  found  a  place— as  keepers  of  dame  schools  in  New  England 
and  as  substitutes  in  the  summer  when  the  men  were  in  the  fields;  similarly,  the  wives 
of  planters  in  the  South  sometimes  carried  on  instruction  for  their  children. 

The  colonial  legislatures  in  Virginia  and  elsewhere  in  the  South  possessed  the 
same  legal  authority  to  legislate  on  educational  matters,  had  they  wished  to  do  so. 
They  could  have  established,  supported,  and  directly  administered  their  own  schools, 
as  in  Mew  England,  if  they  had  wished.  However,  they  chose  not  to  pass  laws  requiring 
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all  children  to  be  educated  but  rather  asstamed,  as  in  Anglican  England,  that  any  parent 
who  could  afford  to  educate  his  own  children  should  do  so,  that  the  church,  through 
its  carlshes  and  vestwmen.  rather  than  the  state  was  the  proper  custodian  of  schools, 
and"  that  the  state  should  concern  itself  primarily  with  poor  and  orphan  children  of  the 
underprivileged  and  lower  classes. 

In  this  resnect  Virginia  reflected  the  fact  that  the  Church  of  England  dominated 
educational  policies  there.  Instruction  was  provided  by  private  tutors  when  parents 
could  afford  to  pay  them,  by  any  parish  priests  who  had  the  ability  or  inclination  to 
do  so,  and  by  endowed  schools.  Several  such  endowed  schools  were  established  by 
interested  persons  in  order  to  provide  free  education  for  those  w^ho  could  not  afford  it. 
The  first  of  these  was  made  by  Benjamin  Syms  in  the  1630s.  Usually  the  endowment 
took  the  form  of  gifts,  bequests  of  land,  produce,  or  livestock  to  be  used  for  the 
sustenance  of  the  teachers.  In  general,  however,  free  education  in  the  South  meant 
charity  education  for  the  poor,  and  upper-class  parents  naturally  did  not  want  that 
^kind  of  free  education  for  their  children. 

Here  was  a  considerable  difference,  even  in  the  seventeenth  century,  between 
New  England  and  the  South  that  was  to  have  lasting  importance.  New  England  soon 
built  up  a  tradition  of  free  education  being  perfectly  proper  for  self-respectLng 
members  of  the  community,  whereas  a  stigmia  was  long  connected  with  free  education 
in  the  South  because  of  its  connection  with  charity.  The  principal  educational  concern 
of  the  state  in  the  South  was  for  orphans  or  children  of  poor  and  indigent  parents  who 
could  not  take  the  responsibility  of  educating  their  children.  In  Virginia,  for  example, 
an  act  of  the  le^slature  in  1642  required  guardians  and  masters  to  give  their  appren¬ 
tices  proper  training.  A  law  in  1636  stated  that  an  orphan  child  should  be  educated  at 
the  social  level  of  Ms  parents.  If  Ms  parents  had  not  been  free,  the  child  was  to  be 
apprenticed  to  a  trade  and  given  proper  moral  and  religious  training.  Several  acts  made 
apprenticeship  and  religious  instruction  compulsory  for  poor  children  in  order  to 
protect  the  rest  of  society  from  a  possible  vagabond  and  ‘‘dangerous”  class.  In  these 
respects  the  South  foflowed  the  tradition  of  the  English  poor  laws  but  did  not  show 
the  zeal  for  popular  education  through  public  schools  that  is  reflected  in  the  Puritaa 
New  England  law^s  of  the  same  period. 

It  was  this  zeal  for  popular  education  that  eventually  came  to  distinguish  the 
American  modernization  process  of  the  late  eighteenth  and  nineteenth  centuries. 
Despite  the  differences  between  the  New  England  and  the  Southern  approaches,  they 
W'eie  both  English  and  both  Protestant.  By  the  end  of  the  seventeenth  century^  the 
major  cast  of  ,Ameiican  education  was  definitely  Anglo-Protestant.  Non-Enghsh 
schools  were  to  sundve  into  the  nineteenth  century,  but  they  definitely  became  a 
minority  phenomenon.  The  non-Protestant  schools  had  even  less  chance  of  surviving 
unchanged. 

in  hlaryiand,  for  example,  some  Jesuit  schools  were  established  on  an  endowed 
basis;  but  by  the  end  of  the  seventeenth  century  the  Catholics  were  such  a  small 
minority  that  their  schools  had  virtually  disappeared.  A  similar  fate  overtook  the  Latin 
school  conducted  by  two  Jesuit  priests  in  New  York.  In  Spanish  Florida  the  Francis¬ 
cans  established  as  early  as  1606  a  classical  school  in  connection  with  a  seminary  at  St. 
Augustme.  By  i  634  several  mission  schools  were  flourishing,  but  they  soon  declined  as 
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a  result  of  the  wars  with  the  Indians  and  the  English  colonies.  In  New  Mexico, 
Franciscans  had  established  some  fifty  missions  that  carried  on  active  educational 
work  among  the  Indians  until  the  uprising  of  1680  virtually  wiped  them  out.  Although 
Latin-Catholics  were  not  able  to  withstand  English  competition  in  eastern  America  in 
the  seventeenth  century,  they  dominated  education  in  the  Spanish  southwest  and 
California  until  once  again  overwhelmed  by  waves  of  Anglo-Protestants  in  the  nine- 
teentlr  century.  By  that  time  new  Catholic  immigration  from  central  and  southern 
Europe  began  to  challenge  the  prevailing  Anglo-Protestant  patterns  that  had  been 
transplanted  throughout  most  of  the  United  States. 

The  Types  of  Schooling  Transplanted 

Schools  in  seventeenth-century  America,  from  the  lowest  to  the  highest,  were  ex¬ 
pected  to  promote  piety  in  conformity  with  the  religious  mission  of  the  European 
Reformation.  Whether  the  schools  were  Puritan,  Dutch  Reformed,  Anglican,  Lutheran, 
Husuenot,  or  Quaker,  their  primary  purpose  was  to  teach  the  respective  grounds  of 
Christian  faith.  Furthermore,  the  aim  to  teach  children  to  read  was  grounded  in  the 
Protestant  belief  that  civil  society,  as  well  as  the  religious  community,  would  be  better 
serv'ed  by  a  literate  citizenry  than  by  an  illiterate  one.  But  that  was  not  all.  Education 
should  not  only  serve  piety  and  civility  but  the  economy  as  well;  children  should  be 
taught  a  useful  trade  by  their  parents  but  should  be  apprenticed  to  others  if  parents 
failed  to  give  them  the  vocational  training  that  would  enable  them  to  support 
themselves  through  the  practice  of  a  trade.  As  early  as  1685  a  Quaker  writer,  Thomas 
Budd,  proposed  that  American  children  should  learn  a  useful  trade  in  public  schools 
along  with  their  academic  studies,  but  hke  those  of  the  realistic  proposals  in  England, 
Ms  ideas  did  not  catch  on.  The  humanistic  tradition  was  too  strong  for  that.  Schooling 
was  considered  to  be  a  literary  matter. 

Humanism,  entrenched  in  the  grammar  schools  of  America  from  the  beginning, 
explains  why  the  colonists  relied  upon  apprenticeship,  as  in  England,  for  the  voca¬ 
tional  training  they  so  badly  needed  in  a  frontier  society.  The  education  or  those  who 
would  rule  in  church  and  state,  the  humanists  had  taught  them,  was,  properly 
conceived,  the  study  of  classical  language  and  literature,  shaped  to  serve  the  purposes 
of  piety,  the  pietas  litterata.  So  it  was  that,  in  the  midst  of  a  wilderness,  Latin  schools 
were  set  up  as  the  proper  form  of  school  for  privileged  boys  to  attend,  leaving  to 
apprenticeship  the  job  of  training  the  majority  of  young  people  for  the  skilled 
vocations. 

Vernacular  Elementary  Schools.  All  the  American  colonies  in  the  seventeenth  cen- 
tuty  made  some  provision  for  teaching  children  to  read  in  a  vernacular  tongue.  If 
parents  could  not  do  it  themselves,  they  were  expected  to  see  that  others  taught  their 
children.  In  New  England  the  town  schoolmaster  or  the  women  in  charge  of  private 
dame  schools  taught  reading,  and  sometimes  writing,  in  English,  along  with  the  Puritan 
catechism.  The  Massachusetts  law  of  1642  said  nothing  about  writing  as  a  general 
requirement,  but  by  the  end  of  the  seventeenth  century  it  was  not  uncommon  for 
writing  schools  (including  arithmetic)  to  exist  alongside  reading  schools. 

If  a  child  was  e.xposed  to  more  than  reading  and  the  catechism,  he  was  lucky. 
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Tne  basic  reading  materials  were  a  hornbook,  a  primer,  the  Bible,  the  catechism,  and 
tire  psalmbook.  Vdrii  minor  variations,  the  same  story  applied  to  the  Dutch  school- 
masters  in  New  Am.sterdami  who  taught  in  Dutch,  the  Anglican  schoolmasters  and. 
tutors  of  the  South  who  tauglit  in  English,  the  Huguenots  who  taught  in  French,  and 
the  Lutherans  V.  ho  tauglit  in  German  or  Swedish. 

There  was  little  uniformity  in  the  number  of  hours  a  day  during  which  schools 
were  open  or  the  number  of  days  a  year  for  which  they  operated.  Much  depended 
uDon  the  sense  of  responsibilip/  of  the  teacher  and  his  community.  In  general,  the 
Calvinist  communiiies  were  likely  to  be  m,ost  zealous  in  keeping  schools  open  the 
year  round.  In  the  hands  of  a  consc,ieiiiious  teacher,  hours  were  likely  to  be  long  and 
arduous,  miarked  with  prayers,  hymn  singing,  memorizing,  severe  discipline,  and 
corporal  punishment.  '‘Spare  the  rod  and  spoil  the  child”  was  the  universal  maxim. 
Tiie  newer  theories  of  sense  realism  as  the  basis  of  educational  method  being  formu¬ 
lated  in  Europe  had  not  yet  touched  these  shores.  Pupils  of  al  ages  went  to  the  same 
teacher,  who  may  have  taught  two,  three,  or  several  dozen  in  the  same  room.  The 
room  was  at  the  teacher’s  home,  the  church,  the  town  meetinghouse,  or  in  some 
specially  constructed  shelter,  likely  to  be  rough  and  inhospitable  in  winter  or  sum,mer. 

By  and  large,  poor  as  tlie  colonial  petty^  schools  may  look  to  twentieth-centuiy-' 
eyes,  they  produced  a  remarkably  liigh  level  of  literacy  in  comparison  to  the  world  of 
their  day.  It  is  estimated  that  in  the  middle  of  the  seventeenth  centuiy^  some  90 
percent  of  men  and  40  percent  of  women  in  New  England  and  perhaps  half  those 
proportions  in  Virginia  could  write  their  names  (a  minimum  test  of  literacy). While 
many  adults  of  this  period  could  have  picked  up  their  literacy  in  their  homelands,  the 
literacy  rate  of  the  late  seventeenth  century  rose  rather  than  fell. 

Qassica!  Grammar  Schools.  The  humanist  respect  for  the  classical  languages  as  basic 
to  scholarship  and  reiigion  was  carried  intact  from  Europe  to  the  New  World. 
American  secondaiy-^  schools,  following  the  English  model,  were  called  “grammar 
schools”  or,  more  correctly,  “Latin  grammar  schools.”  Their  major  and  almost  only 
task  was  the  teaciiing  of  Latin  grammar.  Sometimes  such  schools  instituted  prepara- 
toty  departments  for  teaching  the  younger  boys  the  four  R’s  in  English.  In  general, 
when  they  appeared  in  America  the  grammar  schools  had  lost  the  vital  spirit  of 
humanism  that  had  characterized  the  better  Europ€a,n  classical  schools  of  the  Renais¬ 
sance.  Their  main  job  was  preparation  for  college  work,  althou^  the  ideal  was  also  to 
prepare  bo\^s  for  public  service  and  for  any  occupation  into  which  they  might  go, 
especially  the  ministiyu  the  magistracy,  and  teaching. 

Tliese  schools,  therefore,  were  not  particularly  adapted  to  the  immediate  social 
demands  of  time  and  place.  It  is  no  wonder  that  they  were  not  too  popular  among  the 
great  majority  of  people.  As  a  result,  the  fines  for  failure  to  set  up  such  schools  were 
several  times  raised  by  the  colonial  legislatures  of  New  England  in  an  effort  to  compel 
reluctant  towns  to  establish  them.  Even  tvhere  they  were  maintained  as  town  schools, 
they  tenaed  to  be  class  sc,liools  frequented  by  the  more  wealthy  families. 

For  a  b.rief  summary  of  several  studies  of  ffl,iteracy,  see  Morison,  op.  cit.,  pp.  82-85;  and  Cremin, 
op.  dt.,  diap.  17, 
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Perhaps  the  most  famous  grammar  school  teacher  of  seventeenth-century 
4inerica  was  Ezekiel  Cheever.  What  went  on  in  his  schools  at  Ipswich  and  Boston  has 
h-ad  to  be  reconstructed  from  the  books  he  wrote  and  from  the  testimony  of  some  of 
Ms  famous  students,  among  whom  was  Cotton  Mather.  From  these  sources  it  is  clear 
that  students  studied  a  combination  of  religious  books  and  secular  classical  authors- 
Oieevefs  own  grammar,  Lily’s  Grammar,  the  Bible,  Aesop’s  Fables,  Vergil’s  Aeneid, 
Cicero’s  Orations,  Ovid’s  Metamorphoses,  St.  Paul’s  Epistles,  and  selections  from 
Corderius.  Erasmus,  Ovid,  Horace, and  Cato  (the  fourth-century  Latin  author  of  the 
DMchs).  Eoms  were  long,  discipline  was  strict,  and  punishment  severe  and  frequent. 
Other  grammar  schools  probably  approached  this  curriculum  in  essentials  if  not  in 
breadth.  Some  grammar  schools  also  taught  the  rudiments  of  Greek  if  they  sought  to 
prepare  students  to  meet  the  entrance  requirements  of  Harvard  College. 

Humanistic  Sectarian  Colleges.  One  of  the  most  remarkable  educational  feats  of  the 
New  England  Puritans  was  the  creation  of  a  college  within  a  half  dozen  years  of  the 
foundino  of  the  Massachusetts  Bay  Colony.  When  Harvard  College  was  established  by 
order  of  the  General  Court  in  1636,  it  turned  out  to  be  virtually  a  copy  of  one  of  the 
many  colleges  that  constituted  the  English  universities.  It  happened  to  fohow  Cam- 
bridae  more  closely,  inasmuch  as  so  many  of  the  early  Puritans  who  came  to  America 
had 'attended  Cambridge  University.  Morison  lists  approximately  100  Cambridge  and 
30  Oxford  men  who  had  come  to  America  by  1646;^^  of  these  university  graduates  90 
were  clergymen.  John  Harvard,  who  gave  his  name  to  the  young  coUege,  was  a 
graduate  of  Cambridge,  and  Henry  Dunster,  the  president  who  formulated  the  first 
wefl-defined  curriculum,  was  a  graduate  of  Magdalene  College,  Cambridge. 

The  Harvard  curriculum  of  1642  reveals  a  striking  similarity  in  content  to  that  of 
the  English  colleges.^  Here  were  six  of  the  seven  medieval  hberal  arts:  grammar, 
rhetoric,  logic,  arithmetic,  geometry,  and  astronomy;  music  had  disappeared.  Here 
were  some  of  the  studies  of  Aristotle’s  moral  philosophy  (ethics  and  pohtics)  and  his 
natural  philosophy  (physics).  Here  was  a  strong  infusion  of  Renaissance  humamst 
learning  in  the  emphasis  upon  Greek,  Hebrew,  and  “Eastern  tongues”  (Aramaic_  and 
Syrian).  The  Reformation  concern  with  religion  was  reflected  in  the  study  of  “Divinity 
Catechetical”  on  Saturday  mornings  and  the  worship  services  on  weekdays  and  on 
Sundays.  Ancient  history  was  offered  during  an  hour  on  Saturday  afternoons  for 
fresiimen  in  the  winter  months,  and  the  ‘"nature  of  plants  was  a  similar  hour  ^  or 
freshmen  in  the  summer  (neither  of  these  appeared  in  later  statements  of  the  curricu¬ 
lum).  This  first  curriculum  was  entirely  prescribed,  with  the  basic  language  of  instruc¬ 
tion  being  Latin.  The  course  of  instruction  consisted  of  three  years  of  study  continu¬ 
ing  around  the  calendar,  winter  and  summer  alike.  By  1655  it  had  become  a  four-year 
course,  stil  completely  prescribed. 

If  the  amount  of  time  devoted  to  the  several  studies  of  the  1642  three-year 

Samuel  Eliot  Morison,  The  Founding  of  Harvard  College,  Harvard  University  Press,  Cambridge, 

Mass.,  1935,  p.  40  and  Appendix  B. 

” Samuel  Eliot  Morison,  Harvard  College^  in  the  Seventeenth  Century,  Harvard  University  Press, 

Cambridge,  Mass.,  1936,  vol.  1,  chaps.  7-13. 
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course  is  translated  into  modem  terminology,  the  relative  amount  of  class  time  would 
look  someiliing  like  this: 


HUMANITIES 

Greek 

18%) 

Hebrew  and  Eastern  Tongues 

18% 

Rhetoric 

18%} 

72% 

Logic 

9%\ 

DiviniW 

9%) 

SOENCE  AND  MATHER! Ain,CS 


Arithmetic,  geometry, 


and  astronomy 

Physics 

Botany 

12%  ) 

3%  \ 
0.5%) 

15.5% 

SOCIAL  STUDIES 

Ethics  and  politics 

12.5% 

History 

0.5%) 

Totals 

100% 

100% 

The  preponderance  of  emphasis  upon  the  humanities  is  obvious.  Foreign  lan¬ 
guages  alone  occupied  one-third  of  the  time,  to  say  nothing  of  the  fact  that  most 
textbooks  and  lectures  in  ail  subjects  were  in  Latin.  If  to  these  are  added  rhetoric  and 
logic,  the  study  of  language  in  its  various  forms  amounted  to  nearly  two-thirds  of  the 
curriculum.  Language  and  mathematics  combined  came  to  three-fourths  of  the  pro¬ 
gram.  The  subsidiary  role  of  the  social  and  scientific  studies  is  thus  patent.  Erasmus 
and  Calvin  might  have  been  pleased  with  tliis  curriculum,  but  neither  Aristotle  nor 
Cicero  would  have  been  pleased  with  the  relatively  little  attention  to  philosophy, 
science,  and  social  studies. 

In  the  course  of  the  seventeenth  centuiy^  some  modification  in  this  first  curricu- 
lum  began  to  be  made.  The  logic  of  Aristotle  was  being  tempered  with  that  of  Petrus 
Ramus,  Johann  Heinrich  Alsted,  and  Bartholomaiis  Keckermann.  The  astronomw  of 
Aristo'tle,  Ptolemy,  and  Dante  was  being  modified  by  Copernicus.  With  the  use  of  a 
telescope  acquired  in  1672,  one  of  the  tutors,  Thomas  Brattle,  made  observ^ations  of 
the  Great  Comet  of  1680  which  proved  useful  to  Newton  in  his  calculations.  In 
general,  however,  Haiv^ard  reflected  relatively  little  of  the  great  scientific  discoveries 
and  speculation  that  were  so  much  a  part  of  the  intellectual  ferment  of  realism  in 
seventeenth-century  Europe.  But  then  Harvard  was  not  so  very  much  different  from 
most  European  universities  in  this  respect. 

At  first  Hamrd  had  only  three  classes,  but  a  fourth  was  added  by  1655, 
following  the  European  model  of  four  years  of  undergraduate  work  leading  to  the  B.A. 
degree.  After  a  three-year  inten^al,  the  M.A.  degree  was  granted  upon  payment  of  a 
fee,  defense  of  a  thesis,  and  evidence  of  good  moral  character.  Often  the  first  item  was 
the  most  important  requirement. 
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The  undergraduate  curriculum  was  completely  prescribed,  all  students  in  a  class 
studvina  the  same  subjects  at  the  same  time,  and  all  taught,  in  Dunster's  day,  by  the 
president  himself.  The  college  was  small,  students  varying  from  twenty  to  fifty  in 
number.  The  students  were  considerably  younger  than  now,  probably  ranging  from 
thirteen  or  fourteen  to  seventeen  or  eighteen  years  of  age.  Discipline  was  severe,  and 
riots  were  frequent;  much  of  the  restlessness  doubtless  resulted  from  the  fact  that  the 
methods  of  teaching  were  almost  entirely  bookish,  and  the  food  was  poor.  The 
students  listened  to  the  instructor  read  the  assigned  books,  read  the  books  themselves, 
recited  from  the  books,  drew  up  outlines  from  the  books,  disputed  on  questions  drawn 
from  the  books,  and  gave  declamations. 

Harvard  set  the  pattern  for  American  colleges  and  universities  for  more  than  a 
cenuity.  WTien  the  College  of  William  and  Mary  was  established  in  1693  in  Virginia  and 
Yale  in  1701  in  Connecticut,  they  did  not  differ  markedly  from  the  Harvard  model  of 
Renaissance-Reformation  higher  education. 

This  pattern  helped  to  transplant  to  America  the  fundamentals  of  traditional 
Western  education.  In  fact,  it  was  accepted  so  wholeheartedly  and  defended  so 
wisorously  against  criticism  that  American  colleges  were  slow  to  respond  to  the 
modernizing  Influences  that  appeared  in  the  eighteenth  and  nineteenth  centuries.  The 
close  connection  between  religion  and  humanism  kept  the  colleges  from  adapting 
themselves  readily  to  the  “realistic”  economic,  scientific,  and  philosophical  currents. 
Prospective  lawyers  and  physicians  found  no  specific  training  in  college,  but  had  to 
rely  upon  apprenticeship  to  practicing  lawy'ers  and  physicians.  Prospective  surveyors, 
navigators,  shipbuilders,  farmers,  and  businessmen,  to  say  nothing  of  skilled  workers, 
found  little  direct  help  in  preparing  for  work  that  was  very  important  to  American 
development.  Their  needs  were  not  to  be  met  by  higher  education  until  the  moderniz¬ 
ing  movements  of  the  late  eighteenth  and  nineteenth  centuries. 

In  the  first  American  colleges  we  find  a  confluence  of  three  strains  of  thought 
which  flowed  from  500  years  of  European  higher  education. 

1.  From  the  late  Middle  Ages  came  the  seven  liberal  arts  and  Aristotelian 
philosophy  that  had  long  constituted  the  round  of  arts  studies  deemed  necessary 
for  an  educated  person  and  for  entrance  to  later  professional  study  in  European 
universities. 

2.  From  Renaissance  humanism  came  the  classical  languages  and  literature  of 
Graeco-Roman  civilization,  widely  accepted  throughout  the  West  as  the  best 
means  of  preparing  leaders  for  church  and  for  state,  the  civilizing  studies  par 
excellence. 

3.  From  the  Reformation  came  the  conviction  that  higher  education  should  be 
an  instrument  for  Christianizing  friend  and  foe  alike  and  for  preparation  of 
Christian  ministers  who  would  defend  and  propagate  their  doctrinal  orthodoxies. 

The  medieval  idea  that  an  education  in  the  liberal  arts  should  be  preparatory  to 
professional  studies  was  narrowed  somewhat  by  the  Reformation  insistence  upon  the 
primacy  of  sectarian  theology,  but  it  was  at  the  same  time  enlarged  by  the  Renaissance 
vision  that  education  should  prepare  for  service  in  the  secular  as  well  as  the  religious 
world.  The  basic  ambiguity  and  latent  conflict  among  these  three  ideals  were  thus 
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present  from  the  beginnings  of  iVmerican  higher  education.  Ideally,  they  would 
support  each  other  in  the  liberalizing,  civilizing,  and  Christianizing  work  of  higher 
education.  They  al  agreed  that  a  liberal  education  should  primarily  be  based  upon 
linguistic  and  iiteraiy^  studies.  Each  held  to  the  notion  that  an  education  through 
books  was  the  best  way  to  develop  a  man  of  action.  But  each  had  its  own  notion 
concerning  what  books  of  the  past  and  what  great  men  of  antiquity  were  best  suited  to 
seme  as  examples  in  developing  the  great  men  of  the  present.  Aristotle  and  Ramus. 
Cicero  and  Calvin,  Erasmus  and  Bacon,  Copernicus  and  the  Scriptures— each  found 
their  place  in  the  curriculum  under  different  auspices,  but  they  eventually  became 
uneasy  bedfellows. 

AI  three  ideals  agreed  on  one  other  thing.  They  sought  to  educate  the  leaders 
rather  than  the  followers  in  church  and  state.  The  liberal  education  common  to 
England  and  Am.erica  in  the  seventeenth  century',  despite  its  relative  accessibiliw, 
turned  out  to  be  too  limited  in  scope  to  meet  the  demands  of  a  society  that  insisted 
upon  an  ever  expanding  educational  opportunity.  The  first  American  higher  education 
v/as  basically  inteflectualist  rather  than  practicalist.  Its  stress  upon  the  books,  lan¬ 
guages,  and  literatures  of  the  classical  humanities  revealed  this  bias.  There  was  little 
deliberate  effort  to  shape  the  received  traditional  education  so  as  to  give  a  direct 
preparation  for  an  active  life  of  work  or  public  sendee  in  anew  world. 

The  fact  remains,  how-'ever,  that  the  original  classical  education  brought  to 
.America  had  a  strong  professional  leaning.  It  was  highly  useful  for  certain  occupations, 
namely,  the  ‘‘higher”  professions  of  leadership  in  the  community-the  ministiys  the 
magistracy,  and  teaching.  These  were  the  occupations  in  which  language  training  was 
m.ost  useful.  It  was  not  so  useful  for  the  “lower”  occupations  of  farming,  trading,  or 
artisanship.  It  eventually  became  useful  for  medicine  and  law  in  the  course  of  the 
eighteenth  centuty. 

The  eighteenth  centur}%  however,  began  the  process  of  broadening  the  range  of 
occupations  deemed  worthy  of  a  free  man  and  thus  began  to  broaden  the  idea  of  a 
Eberai  education.  This  modernizing  process  eventually  gave  a  distinctive  American 
flavor  to  th,e  liberal  education  transplanted  from  Europe.  'The  colonial  American 
colleges  of  the  late  eighteenth  and  early  nineteenth  centuries  began  to  toy  with  the 
idea  that  they  might  produce  educated  Americans  rather  than  educated  Europeans. 
But  no  matter  what  was  to  come,  the  first  century  of  transplanting  insured  that  North 
America’s  education  would  be  indelibly  Western.  It  was  a  fateful  development  for 
human  civilization  that  the  education  of  half  the  new  world  traced  its  original  roots  to 
the  west  of  Europe,  sometimes  folowing  respectfully  and  dutifully  the  lead  of  Europe, 
sometimes  rejectmg  it  scomfuly  and  impatiently.  In  both  stances,  American  education 
performed  as  progeny  are  wont  to  do  toward  their  parents  in  a  modem  civilization. 


PART  III 


CHAPTER  IX 


THE  TRANSMUTATION 
TO  MODERNITY 

(1700  A.D.-THE  PRESENT) 


The  social  and  cultural  changes  that  gathered  speed  in  the  heartland  of  Western 
civilization  from  the  beginning  of  the  eighteenth  century  to  the  middle  of  the 
twentieth  century  were  so  portentous  for  the  future  of  mankind  that  they  can  justly 
be  compared  with  the  other  major  transformations  in  the  human  career:  the  evolu¬ 
tionary  process  through  which  prehuman  men  became  human;  and  the  original 
nvilizational  process  through  which  certain  folk  societies  were  transformed  into  the 
first  agrarianate  civilizations  of  Asia  and  Africa.  The  third  great  transformation  of 
man.  the  transmutation  of  traditional  civilization  into  modern  civilization,  was  to 
bring  even  more  radical  changes  in  the  human  configurations  of  the  entire  world. 

We  have  already  pointed  to  the  intimations  of  modernity  that  began  to  appear  as 
early  as  the  fifteenth  and  sixteenth  centuries.  From  that  time  forward,  the  process  of 
miOdernization  originating  in  Western  Europe  gained  strength  with  unprecedented 
historical  speed,  soon  embracing  a  large  part  of  Western  civilization  and  eventually 
hfiuencing  fundamentally  the  rest  of  the  world’s  civilizations  as  well  as  the  remaining 
precivilized  folk  societies.  By  the  middle  of  the  nineteenth  century  the  transmutation 
in  the  heartland  of  Western  civilization  had  proceeded  to  the  point  that  an  enormous 
gap  yawned  between  the  West  and  the  rest  of  the  world,  yielding  a  decisive  difference 
In  what  Marshall  Hodgson  aptly  called  “social  power.”*  The  difference  rapidly  upset 
the  cultural  balance  among  the  civilizations  of  the  Afro-Eurasian  ecumene,  a  balance 
that  had  roughly  obtained  for  some  2,000  years: 

Individual  Europeans  might  still  be  less  intelligent,  less  courageous,  less 
loyal  than  individuals  elsewhere;  but  when  educated  and  organized  in  society  the 
Europeans  were  able  to  think  and  to  act  far  more  effectively,  as  members  of  a 
group,  than  could  members  of  any  other  societies.  European  enterprises,  such  as 
firms  or  churches  or,  of  course,  governments,  could  muster  a  degree  of  power, 
intellectual,  economic,  and  social,  which  was  of  a  different  order  from  what 
could  be  mustered  among  even  the  most  wealthy  or  vigorous  peoples  in  the  rest 
of  the  world.^ 

*See  Maishai!  G.  S.  Hodgson,  “The  Great  Western  Transmutation,”  Chicago  Today,  University  of 

Chicago  Press,  voL  4,  no.  3,  Autumn  1967. 

"Ibid.,  pp.  40-41 .  Italics  added. 
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This  social  power  of  Western  civilization  was  a  product  of  several  factors  to  be 
identified  shortly,  but  it  should  be  noted  that  it  appeared  earlier  in  some  parts  of  the 
West  than  in  others.  So,  first,  a  word  about  the  term  the  West  and  its  ambiguities.  Ln 
its  most  general  sense,  Western  civilization  is  largely  to  be  identified  with  the  civiliza¬ 
tion  that  arose  in  Southern  and  Western  Europe  around  1,000  A.D.  It  grew  out  of  the 
survivals  of  the  Graeco-Roman  world  in  Europe,  and,  from  the  sixteenth  centurv 
onward,  it  began  to  impinge  upon  all  the  older  civilizations  of  Africa,  Asia,  and  the 
.4mericas  and  upon  folk  societies  in  all  the  major  continents  and  islands  of  the  world. 
Not  only  did  the  transplantation  of  European  institutions  to  South  and  North  America 
bring  the  major  Amerindian  chilizations  of  the  New  World  generally  within  its  sphere 
of  influence,  but,  in  the  eighteenth  and  nineteenth  centuries,  significant  parts  of 
eastern  Europe  and  Russia  were  brought  into  the  Western  orbit,  and  colonial  outposts 
of  the  West  were  planted  in  outlying  reaches  that  stretched  around  the  world,  from  the 
tip  of  Southern  x4frica  to  Australia,  New  Zealand,  and  the  islands  of  the  Pacific. 

Not  only  did  the  massive  onset  of  modernity  in  the  late  eighteenth  and 
nineteenth  centuries  distinguish  the  West  in  general  from  the  non-West,  but  its 
prototype  forms  of  polity,  economy,  and  education  appeared  first  in  only  a  few 
societies  of  the  West,  serving  to  set  them  apart  for  a  time  from  the  larger  conglomera¬ 
tion  of  societies  that  constituted  traditional  Western  cMlization  as  a  whole.  The 
earliest  modernizing  societies,  led  by  Britain  and  France,  constituted  the  vanguard 
nations  that  paved  the  way  for  the  rest  of  Europe  to  follow;  they  set  the  general 
pattern  which  the  more  traditional  sectors  of  eastern  Europe  and  Russia  eventually 
emulated.  And,  of  course,  it  was  the  earliest  modernizing  nations  of  Western  Europe 
that  developed  their  social  power  to  the  e.xtent  that  they  not  only  vied  among 
themselves  for  supremacy  in  Europe  and  America,  but  they  eventually  competed  with 
each  other  in  their  intrusions  upon  the  traditional  societies  of  Asia  and  Africa. 

The  line  of  demarcation  between  Western  Europe  and  Eastern  Europe  was 
indefinite  and  shifting,  but,  by  and  large,  in  1700,  it  extended  southward  from  the 
mouth  of  the  Elbe  River  along  the  Bohemian  mountains  to  the  head  of  the  Adriatic 
Sea.  To  the  west  of  this  line  the  modernization  process  proceeded  much  more  rapidly 
and  pervasively  than  to  the  east.  As  the  rise  of  strong  and  modernizing  rulers  in 
HohenzoEem  Prussia,  Hapsburg  Austria,  and  Romanov  Russia  replaced  the  declining 
powers  of  the  Holy  Roman  Empire,  Poland,  and  the  Ottoman  Empire  in  ceniral 
Europe,  the  line  between  East  and  West  moved  eastward  in  the  course  of  the 
eighteenth  century.  By  1850  the  modernizing  heartland  of  Western  civilization  had 
come  to  embrace  roughly  the  societies  of  Europe  from  the  Atlantic  to  Berlin  and 
Vienna  as  well  as  the  transplanted  European  societies  in  North  America  from  the 
Atlantic  to  the  Mississippi.  (See  Figure  14.1,  p.  487) 

With  respect  to  economic  development,  Britain  is  usually  acknowledged  to  have 
been  the  iirst  society  to  industrialize,  followed  by  France,  the  Low  Countries,  the 
United  States,  and  Germany.  Just  as  Britain  is  taken  as  the  prototype  society  of  the 
mdastria!  revolution  so  are  France  and  the  United  States  taken  as  the  prototypes  oi 
the  democratic  revolution,  which  erupted  in  much  of  Western  Europe  in  the  late 
eighteenth  century.  In  the  view  of  R.  R.  Palmer,  the  democratic  revolution  of  1760  to 
1800,  although  marked  by  a  series  of  outbreaks  in  different  countries,  was  actually  a 
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rjisle  revolutionary  movement  of  Western  civilization.^  These  two  modem  revolu- 
-ons.  one  economic  and  one  political,  originated  in  the  heartland  of  Western  civiliza- 
::on. 

Another  way  to  put  the  point  is  that  of  C.  E.  Black  who  defines  several  patterns 
of  political  modernization.  The  nations  that  were  able  to  complete  the  transfer  of 
ooiiiical  power  from  traditional  to  modernizing  leaders  by  the  end  of  the  nineteenth 
century  were  the  United  Kingdom,  France,  and  the  United  States,  followed  by 
Canada,  the  Low  Countries,  Germany,  Italy,  and  Denmark."^  Others  began  the  process 
before  the  middle  of  the  nineteenth  century  but  did  not  complete  it  until  the 
iwentieth  century;  Australia,  New  Zealand,  Norway,  Sweden,  Spain,  Portugal,  Austria, 
Czechoslovakia,  and  Hungary.  The  first  two  of  these  were  offshoots  of  Britain  in  the 
New  World;  the  rest  were  European  societies  struggling  to  achieve  the  democratizing 
rovements  initiated  during  the  French  revolution.  All  other  nations  of  the  world 
I  with  the  exception  of  Uruguay)  either  did  not  begin  the  consolidation  of  their 
modernizing  leadership  until  the  second  half  of  the  nineteenth  century,  or  they  have 
rot  yei  completed  the  transfer  from  a  traditional  to  a  modernizing  leadership. 

The  difference  in  timing  between  the  first  nations  to  achieve  political  or 
economic  modernization  and  those  that  followed  have  had  enormous  ramifications  for 
ilie  history  of  the  world  since  the  eighteenth  century.  Whether  the  difference  is  that 
between  primary  and  secondary  modernizers,^  or  between  “advanced  nations”  and 
-tollower  societies,”^  or  simply  the  dichotomy  between  the  developed  and  under¬ 
developed  nations,  the  rich  and  the  poor,  or  the  modern  and  the  traditional,  the 
differences  have  plagued  the  entire  world  to  this  day.  Indeed,  many  social  science 
scholars  believe  that  the  international  problems  posed  by  the  nations  of  the  Thrid 
World  (the  newly  independent  states  of  Africa  and  Asia)  are  more  likely  to  demand 
attention  than  the  confrontations  between  the  “West”  (United  States  and  its  allies) 
versus  the  “East”  (the  Soviet  Union,  China,  and  their  allies)."^ 

It  is  time  to  make  more  explicit  the  meaning  of  modernization.  Social  scientists 
ni  recent  years  have  been  at  some  pains  to  define  its  essence.  Marion  J.  Levy,  Jr., 
sociologist  at  Princeton,  finds  the  key  to  modernization  in  the  degree  to  which  a 
society’s  social  structure  reflects  the  use  of  inanimate  sources  of  power  rather  than 
human  or  animal  energy.^ 

Joseph  Elder,  sociologist  at  the  University  of  Wisconsin,  defines  the  essence  of 


^R.  R.  Palmer,  The  Age  of  the  Democratic  Revolution,  a  Political  History  of  Europe  and  America, 
1760-1800,  2  vols.,  Princeton  University  Press,  Princeton,  N.  J.,  1959, 1964. 

"’C.  E.  Black,  The  Dynamics  of  Modernization;  a  Study  in  Comparative  History,  Harper  &  Row, 
New  York,  1966,  pp.  90-91. 

^Dankwart  A.  Rustow,  A  World  of  Nations;  Problems  of  Political  Modernization,  The  Brookings 
Institution,  Washington,  D.  C.,  1967,  p.  10. 

^Reinhard  Bendix,  ‘Tradition  and  Modernity  Reconsidered,”  Comparative  Studies  in  Society  and 
History,  voL  9,  pp.  330  ff,  April  1967. 

'“Protagonists,  Power,  and  the  Third  World:  Essays  on  the  Changing  International  System,”  The 
-Annals,  of  the  American  Academy  of  Political  and  Social  Science,  voL  386,  November  1969. 

Clarion  J.  Levy,  Jr.,  Modernization  and  the  Structure  of  Societies;  a  Setting  for  Internationa! 
Affairs,  Princeton  University  Press,  Princeton,  N.J.,  1966,  vol.  1,  p.  11. 
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iTiOdernity  ‘‘as  cone  spoil  ding  to  ‘secular  education,’  that  type  of  education  endorsbc 
the  establishment  of  objectifiable  e\idence  for  proof  of  phenomena  in  oppositicn  :: 
the  type  of  education  that  endorses  tradition  or  faith  as  the  basis  for  proof  cf 
phenomena."^  C.  E.  Black,  historian,  stresses  the  particular  historical  setting  which 
produced  modern  societies: 


“Modernization’*  may  be  defined  as  the  process  by  which  historicaliv 
evolved  institutions  are  adapted  to  the  rapidly  changing  functions  that  reriec: 
the  unprecedented  increase  in  man’s  knowledge,  permitting  control  over  his 
environment,  that  accompanied  the  scientific  revolution.  This  process  of  adania- 
tion  had  its  origins  and  initial  influence  in  the  societies  of  Western  Europe,  bin 
in  the  nineteenth  and  twentieth  centuries  these  changes  have  been  extended  to 
ail  other  societies  and  have  resulted  in  a  w^orldwide  transformation  affecting  ah 
human  relationships^^ 

Three  interrelated  points  that  these  definitions  imply  deserve  special  underlining. 
The  first  is  that  organized  scientific  knowledge  and  the  technological  tools  that  flowed 
therefrom  played  a  fundamental  role  in  the  social  changes  that  characterize  the 
modern  as  distinguished  from  traditional  ciwlization.  The  second  is  that  those  societies 
which  first  achieved  modernization  not  only  organized  themselves  socially,  politically, 
and  economically,  but  they  gave  to  organized  education  a  strategic  role  to  play  in  the 
production  of  knowledge  and  its  dissemination.  Black  stresses  a  third  point,  the  spread 
outw’ard  from  the  West  to  the  rest  of  the  world.  Here  again  the  role  of  education 
became  a  key  factor  along  with  the  political,  the  economic,  the  technological,  and  the 
religious. 

Reinliard  Bendix  emphasizes  the  fact  that  tradition  and  modernity  are  not 
simply  mutually  exclusive  social  systems  or  typologies,  as  some  sociologists  are 
inclined  to  make  of  them.  Rather,  the  original  modernization  breakthroughs  were 
culminations  of  long  historical  processes  in  which  tradition  does  not  disappear  [espe¬ 
cially  as  in  education]  but  is  modified  and  carried  along  in  the  process.  Particularly 
liseiul  is  the  point  made  by  Bendix  that  external  stimuli  have  been  potent  factors  in 
inducing  modernizing  change  in  one  country  after  another.  The  first  modernizing 
societies  became  models  or  reference  societies  for  others  to  emulate.  “The  economic 
.and  political  ‘breakthrough’  which  occurred  in  England  and  France  at  the  end  of  the 
eigliteenth  century,  put  every  other  country  in  the  world  into  a  position  of  backward¬ 
ness.  . . .  Ever  since  the  world  has  been  divided  into  advanced  and  follower  soci¬ 
eties.”^^  Bendix  rightly  argues  that  this  gap  puts  a  premium  upon  the  diffusion  of 
ideas  and  techniques  and  social  institutions  as  the  means  by  which  the  follower 
societies  try''  to  catch  up  or  close  the  gap.  Modernization  is  thus  not  a  simple  matter  of 
nationalizing  or  indiistriaiizing  or  democratizing  a  society.  It  is  a  most  complicated 
matter  tnat  relies  heavily  upon  the  role  of  intellectuals,  of  educated  government 

Josepn  EMei,  “Brahmans  in  an  !p.diistrial  Setting:  a  Case  Study”  in  Wiiiiam  B.  Hamilton  (ed.), 
p£  Tr::n,:£^  cF IfissiiunoFis,  Duke  Lhiversity  Press,  Durham,  N.  C.,  1964,  p.  141,  n.  14. 
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officials,  of  the  deliberate  advancement  of  knowledge  (especially  that  knowledge 
v/nich  leads  to  the  solving  of  practical  problems),  and  the  dissemination  of  education 
among  the  populace. 

The  effort  to  deal  with  nearly  300  years  of  Western  educational  history  in  a  few 
chanters  is,  of  course,  bound  to  fail  in  any  sense  of  coverage  or  completeness.  There  is 
one*  compensating  factor,  however.  The  educational  models  of  the  most  influential 
Western  nations  were  relatively  few.  Despite  their  many  real  differences,  the  educa¬ 
tional  institutions  and  ideas  emanating  from  British,  French,  German,  and  American 
sources  became  the  most  common  reference  systems  of  the  modern  period  since  1700. 
Tnis  was  so  either  because  they  were  most  widely  transplanted  throughout  the  world 
or  because  they  were  thought  to  be  especially  effective  in  promoting  the  moderniza¬ 
tion  of  their  own  societies  and  thus  most  worthy  of  emulation  by  similarly  aspiring 
states.  This  is  not  to  say  that  Dutch,  Belgian,  Italian,  Spanish,  or  Portuguese  educa¬ 
tional  influences  were  not  widespread  or  not  important  in  this  period,  nor  that 
Scandinavian,  Russian,  Japanese,  Indian,  or  Chinese  education  did  not  become  so  later. 
It  is  simply  to  say  that  the  peculiar  combination  of  modernizing  forces  reached  special 
peaks  of  social  power  in  four  societies  of  the  West. 

The  combination  of  modernizing  ingredients,  albeit  in  different  proportions, 
consisted  of  centralized  national  authority,  intellectual  and  scientific  creativeness, 
democratic  aspiration,  industrial  and  technological  advancement,  urbanization,  reli¬ 
gious  expansionism,  and  faith  in  education.  These  ingredients  gave  a  relatively  sudden 
and  peculiarly  decisive  advantage  to  four  of  the  societies  of  the  West.  They  were  not 
by  any  means  all  beneficent,  but  they  gave  a  head  start  toward  erecting  the  political, 
commercial,  military,  religious,  educational,  intellectual,  and  scientific  networks  that 
established  large-scale  Western  hegemony  in  the  modern  world. 

This  hegemony  was  viewed  by  some  as  symbolizing  the  worst  evils  of  colonial 
and  imperial  exploitation,  and  by  others  as  embodying  the  highest  values  of  the  “civi¬ 
lizing  mission”  of  the  West.  Whatever  the  angle  of  vision,  Western  hegemony  exerted 
a  powerful  influence  upon  the  entire  world.  Indeed,  the  power  of  modernizing 
Westerners  was  a  mixture  of  dynamic  and  aggressive  confidence  in  themselves,  com¬ 
bined  either  with  a  humane  or  humanitarian  desire  to  bring  the  advantage  of  their 
advancement  to  others,  or  with  an  arrogant  or  cruel  ethnocentrism  based  upon  feelings 
of  racial  or  national  superiority.  Their  power  sometimes  rested  upon  the  rewards  of 
their  own  efficient  organization,  hard  work,  and  ingenuity';  sometimes  upon  their 
indolent  exploitation  of  others.  Their  attitudes  ranged  from  expansive,  imaginative, 
and  future-oriented  visions  for  themselves  and  for  others  to  the  reactionary  and 
small-minded  myopism  of  tradition-bound  and  insufferable  insularity. 

In  any  case,  the  combination  of  ingredients  gave  the  modernizing  Westerners  the 
advantages  of  speed  and  power,  of  impact  and  leverage  for  disruptive  change  that  far 
exceeded,  even  though  for  a  much  shorter  period  of  time,  those  of  the  other  vast 
proselytizing  civilizations  of  the  past:  the  Mesopotamians  in  the  Middle  East,  the 
Greeks  in  the  Middle  East  and  the  Mediterranean,  the  Romans  and  Christians  in  the 
Mediterranean  and  Europe,  the  Moslems  in  Europe,  Africa,  and  Asia,  the  Hindus  in 
South  Asia,  and  the  Buddhists  in  South  and  East  Asia.  In  contrast  to  these  the 
Westerners  spanned  the  world. 
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I  liave  selected  seven  rmioi  ways  in  wliich  modemizing  leaders  in  the  heartland 
of  the  West  acrdeved  their  social  power  in  the  eighteenth  and  nineteenth  centuries: 

They  mobilized  the  political  power  of  the  nation-state. 

Thev  railed  against  religious  estahlishinent  and  rallied  round  religious  freedom. 
Thev  lit  the  secular  lamp  of  eniiglitenment. 

They  ignited  the  torch  of  democratic  revolution. 

They  energized  massive  industrial  urbanization. 

They  preacited  redeeming  faith  in  popular  education. 

They  launched  their  ‘‘civilizing  mission”  to  embrace  the  world. 

The  first  six  will  be  discussed  in  this  and  succeeding  chapters  of  Part  III;  the 
seventh  will  be  discussed  in  Part  IV. 

A.  THE  MOBILIZING  POWER  OF  THE  NATION-STATE 

The  process  of  nation  building  which  had  been  underway  for  a  long  time  in  Western 
Europe  came  to  fruition  by  the  end  of  the  nineteenth  century.  Political  authority  at 
the  national  levels  of  government  gained  the  upper  hand  over  the  conflicting  localisms 
and  the  competing  particularities  inherited  from  medieval  times.  This  centralizing 
movement  signaled  a  widespread  decline  of  local  autonomy  and  the  transfer  of  the 
center  of  political  gravity  from  the  locality  to  the  nation.  Where  the  feudal  institutions 
had  been  strongest,  as  in  France,  the  centralizing  reaction  was  strongest;  where  feudal 
.institutions  were  wrtually  absent  as  in  B,ritish  No.rth  America  extreme  centralization 
was  less  necessary.  But  the  essence  of  .modernity  in  government  was  not  simply  greater 
political  institutionalization  as  described  in  Chapter  6,  but  rather  the  growing  capacity 
of  the  political  system  to  cope  with  an  increasing  range  and  complexity  of  public  and 
private  affairs  and  to  cope  with  them  rationally,  effectively,  and  adaptably. 

Especially  important  in  this  regard  was  the  development  of  efficient  bureau¬ 
cracies  for  the  conduct  of  the  public  business.  A  succinct  summary  of  Max  Weber’s 
hews  which  are  basic  to  many  definitions  of  a  modern  system  of  public  administration 
.is  ,gi.ven  by  Joseph  LaPaiombara: 

The  crucial  characteristics  of  bureaucracy,  in  the  classical  sense,  are:  (!) 
specialized,  highly  differentiated  administrative  roles,  (2)  recruitment  on  the 
basis  of  achievement  (measured  by  examination)  rather  than  by  ascription,  (3) 
placement,  transfer,  and  promotion  on  the  basis  of  universalistic  rather  than 
particularistic  criteria,  (4)  administrators  who  are  salaried  professionals  who  view 
the.ir  work  as  a  career,  and  (5)  administrative  decision  making  within  a  rational 
and  readily  understood  context  of  hierarchy,  responsibility,  and  discipline.^' 

The  necessity  of  building  a  well-developed  system  of  organized  education  to  give 

12 
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me  professional  training  required  for  bureaucratization  was  apparent  to  the  moderniz- 
ins  leaders  of  the  West.  They  may  have  differed  as  to  the  content  and  character  of  that 
education  and  as  to  the  classes  of  society  who  should  have  access  to  it,  but  they  all 
asreed  that  an  education  beyond  the  rudiments  was  important  in  a  modernizing 
society  as  a  means  of  professional  preparation  and  as  a  means  of  recruitment  into  the 
sovernmental  service. 

Organized  education  was  seen  as  important  in  the  political  process  in  another 
major  way,  as  a  primary  agent  in  developing  the  attitudes,  knowledge,  and  behavior 
patterns  appropriate  to  a  national  political  system;  a  process  that  political  scientists 
like  to  call  political  socialization.^^  In  layman’s  language,  this  is  education  for 
diizensliip,  and  it  was  in  this  period  of  mobilization  of  the  nation-state  by  the 
modernizing  leaders  of  the  West  that  education  was  fully  enlisted  into  the  service  of 
building  or  strengthening  nationality.  Since  that  time  education  and  nationalism  have 
been  close  allies,  and  the  schools  have  been  expected  to  assist  in  welding  disparate 
groups  into  an  identification  with  the  nation-state,  whether  it  be  a  monarchy  or  a 
republic,  whether  it  be  autocratic,  democratic,  socialist,  fascist,  or  something  in 
between.  This  may  serve  to  remind  that  modernization  may  take  place  in  nation-states 
of  different  political  ideologies,  but  modernization  has  not  been  particularly  effective 
in  those  societies  that  have  not  attempted  or  have  failed  to  achieve  authoritative 
government,  command  over  the  peoples’  loyalties,  and  the  capacity  to  tax  and 
conscript  manpower,  all  of  which  have  customarily  been  associated  with  the  modern 
nation-state.  So  far,  modernization  has  been  closely  associated  with  nationalism. 

As  the  national  state  became  the  acknowledged  unit  of  political  authority  of  the 
modem  world,  as  contrasted  with  the  medieval  and  feudal  world,  the  sovereign  state 
was  assumed  to  be  entirely  independent  of  any  legal  or  moral  authority  beyond  its 
own  borders.  No  matter  whether  the  state  was  an  absolute  monarchy,  a  constitutional 
monarchy,  or  a  republic,  it  was  recognized  to  be  the  supreme  political  power  pos¬ 
sessing  the  right  to  determine  its  own  boundaries,  its  own  form  of  government,  and  its 
own  internal  arrangements. 

In  the  process  of  building  political  nationalism,  most  states  appealed  to  the  idea 
of  cultural  nationality.  People  began  to  think  of  themselves  primarily  as  Frenchmen, 
Engiislimen,  Germans,  Italians,  Poles,  or  Americans.  Each  nationality  laid  claim  to  a 
common  historic  background,  a  common  language,  common  customs,  and  perhaps  a 
common  religious,  artistic,  and  institutional  life.  More  than  ever  before,  the  people  of 
one  nationality  clamored  to  be  joined  together  in  one  political  unit.  Great  efforts  were 
exerted  to  make  the  boundaries  of  the  state  identical  with  the  lines  of  cultural 
nationality.  To  this  end  it  became  supremely  important  to  foster  in  the  people  a  strong 
feeling  of  loyalty  to  their  state  and  pride  in  their  nationality.  It  was  only  natural,  then, 
that  education  should  be  used  as  a  prime  means  to  develop  the  spirit  of  nationalism. 

Between  1700  and  1850  Great  Britain  and  France  were  the  principal  large 
nation-states  in  Europe.  Most  of  the  rest  of  the  people  of  the  world  lived  in  relatively 

See,  e.g.,  Gabriel  A.  Almond  and  G.  Bingham  Powell,  Ji.,  Comparative  Politics;  a  Developmental 
Approach,  Little,  Brown,  Boston,  1966;  and  James  S.  Coleman  {ed.}.  Education  and  Political 
Development,  Princeton  University  Press,  Princeton,  N.J.,  1965. 
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sir.all  states  which  were  more  or  less  autonomous,  or  they  lived  under  huge  sprawling 
empires  m.ore  or  less  loosely  mied  by  hereditary  dynasties.  Within  two  decades  after 
1850  several  other  powerful  nation-states  appeared  on  the  world  scene.  PoliticaHv. 
they  had  unified  and  centralized  the  political  functions  for  the  peoples  who  now  lived 
within  their  national  boundaries:  unified  empires  for  Germans,  Japanese,  and  Russians; 
unified  kingdomiS  for  Italians  and  Austro-Hungarians;  and  unified  representative  gov¬ 
ernments  for  Americans  and  Canadians.  In  the  following  century  nearly  all  the  peoples 
of  the  world  would  aspire  to  live  in  nation-states  patterned  on  one  or  the  other  of 
these  forms  and  with  educational  systems  to  suit.^'^ 

Firmly  in  control  of  Parliament,  the  landed  classes  in  England  were  able  to 
modernize  them.seives  and  the  state  without  reliance  upon  a  strongly  paternalistic 
monarch  and  without  the  opposition  of  a  repressive  military  regime,  or  a  reactionarc 
feudal  aristocracy.  The  upshot  was  that  England  was  able  to  modernize  without  the 
wmrst  excesses  of  a  bloody  revolution  and  without  repressive  centralization.  The 
educated  gentry  and  middle  classes  provided  the  local  and  national  bureaucratic 
framework  within  which  the  British  nation-state  could  function  so  effectively  that  it 
could  challenge  France  for  colonial  supremacy  in  the  world  and  be  the  first  to 
industrialize  at  home. 

As  a  result  of  the  vast  colonial  possessions  acquired  in  the  eighteenth  century, 
British  influence  ranged  from  America  and  Canada  in  the  West  through  Africa  in  the 
South  and  to  India  and  Australia  in  the  East.  Tlie  Treaty  of  Paris  in  1763  made  Britain 
the  world’s  leading  commercial  and  colonial  power,  a  position  that  was  maintained 
even  after  the  loss  of  the  thirteen  American  colonies  a  few  years  later.  By  mid-nine¬ 
teenth  century  the  British  under  Queen  Victoria  were  confident  that  all  was  well  with 
the  world-so  long  as  Britannia  ruled  in  it. 

At  the  opening  of  the  eighteenth  century,  France  under  Louis  XIV  was  the  great 
nation  of  Europe  and  of  the  world.  However,  the  series  of  wars  with  England  and 
other  countries  during  the  long  reign  of  Louis  XV  (1715  to  1774)  lost  for  France  not 
only  her  colonial  supremacy  but  her  commanding  place  in  Europe— until  the  day  of 
Napoleon. 

Whon  Napoleon  emerged  as  a  military  strong-man,  acquired  virtually  dictatorial 
powers  under  the  Constitution  of  1799,  and  ended  the  revolutionary  life  of  the  First 
Republic  by  making  himself  emperor  in  1804,  he  enormously  strengthened  the  central 
power  of  the  state  in  France  by  establishing  a  powerful  bureaucracy  and  system  of 
justice  based  upon  his  famed  legal  code.  Embracing  such  revolutionary  principles  as 
equality  before  the  law,  freedom  of  contract,  and  civil  rather  than  religious  authority 
to  be  administered  in  the  centralized  geographic  units,  known  as  departments,  the 
French  ci\11  ser\ice  enabled  France  to  become  politically  more  modern  than  Britain. 
Even  though  its  bureaucratic  structure  was  designed  to  appoint  and  promote  on  the 
basis  of  merit  and  to  relate  its  educational  system  directly  to  the  governmental 
structure,  France  failed,  how^ever,  to  orient  its  educational  system  sufficiently  to  the 
business,  industriai,  and  economic  needs  of  the  modern  world.  In  this  respect  France 
eventually  fell  behind  Britain,  the  United  States,  and  Germany. 

F  r  a 'brief  but  perceptive  analysis,  see  Hans  Kolm,  The  Age  of  Nationalism;  the  First  Era  of 
Globs!  History,  Harper  Torchbooks,  New  York,  1962, 1968. 
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Situated  strategically  in  central  Europe  and  at  the  same  time  a  crossroads  for  the 
warring  armies  of  eastern  and  western  powers,  Prussia  emerged  from  the  eighteen th- 
centurv  wars  not  only  intact  but  strengthened  and  expanded  under  the  Hohenzollern 
which  had  ruled  Brandenburg  from  the  fifteenth  century.  Under  Frederick  William  I 
imi3  to  1740),  the  Prussian  kingdom  became  a  highly  centralized  modern  state,  a 
d\il-ser\ice  bureaucracy  was  established,  and  a  strong  army  was  developed.  Then, 
under  Frederick  11  (the  Great)  (1740  to  1786),  Prussia  became  a  first-rate  political  and 
military  power  to  be  reckoned  with  thereafter  in  the  destinies  of  Europe. 

In  addition  to  expanding  Prussian  territory  and  attempting  to  bring  other 
German  and  non-German  states  under  his  control,  Frederick  tried  to  m.ake  Prussia 
self-sufficient  by  making  internal  improvements,  levying  protective  tariffs,  distributing 
free  grain,  and  lowering  taxes.  His  strong  paternalistic  monarchy  in  Pri^sia  not  only 
strengthened  his  own  power  but  served  to  mollify  the  discontented  merchants  and 
lower  classes  to  such  an  extent  that  no  revolutionary  movement  was  able  to  achieve 
the  strength  it  had  in  France.  Frederick  the  Great  thus  became  known  as  one  of  the 
‘‘enlightened  despots”  of  eigliteenth-century  Europe. 

^However,  the  liberal  promise  of  late  eighteenth-century  Prussia  extended  only  a 
decade  or  so  into  the  nineteenth  century.  After  the  defeat  of  Napoleon  and  the  onset 
of  conservative  reaction  flowing  from  the  Congress  of  Vienna  in  1815,  the  Prussian 
kings  more  than  regained  the  territory  they  had  lost  to  Napoleon.  Frederick  William  III 
and^  Frederick  William  IV  far  outdid  the  French  monarchy  in  making  the  school 
system  into  an  engine  for  maintaining  the  authority  and  instilling  loyalty  to  the  ruling 
House  of  Hohenzollern.  Despite  the  short  flurry  of  liberalism  in  the  “Revolution  of 
1848,”  the  way  was  well-paved  for  the  German  Empire  of  William  I  and  Bismarck, 
uniting  north  and  south  Germany  in  1871.  Prior  to  1815  Prussia  had  been  largely  an 
eastern  state  (i.e.,  east  of  the  Elbe).  As  it  shifted  toward  the  heartland  of  the  west  in 
the  nineteenth  century  it  rapidly  took  on  the  trappings  of  a  modern  nation-state  but 
did  so  under  the  auspices  of  increasingly  repressive,  despotic  monarchy.  Meanwhile, 
the  other  Western  nations  were  becoming  less  repressive,  less  authoritarian,  and  more 
democratic  in  their  political  systems.  By  late  in  the  nineteenth  century  their  educa¬ 
tional  systems  reflected  these  differences. 

In  the  United  States  the  trend  was  unmistakably  in  the  direction  of  expanding 
the  role  of  the  federal  government  in  the  affairs  of  the  new  nation  following  the  War 
of  Independence.  Bom  in  an  international  war  of  revolution,  the  new  nation’s  efforts 
to  keep  out  of  foreign  wars  and  entangling  alliances  lasted  only  a  short  time.  Although 
Adams  and  Jefferson  stayed  out  of  the  actual  lighting  of  the  Napoleonic  wars, 
Madison  finally  plunged  in.  As  a  result  of  the  War  of  1812,  a  new  spirit  of  nationalism 
set  out  to  win  a  continent  by  treaty,  purchase,  and  war  with  Mexico  and  with  the 
various  Indian  tribes.  Although  the  Jeffersonian  Democrats  adhered  to  a  narrow 
conception  of  the  functions  of  the  federal  government  in  comparison  with  that  of 
state  governments,  their  presidents  often  actually  helped  to  enlarge  the  federal  govern¬ 
ment’s  powers.  Jefferson  concluded  the  Louisiana  Purchase  in  1803  which  added  vast 
territories  to  the  nation;  Monroe  annexed  Florida  and  formulated  the  doctrine  that 
warned  European  nations  away  from  the  shores  of  the  Americas;  under  Polk,  Texas, 
California,  New  Mexico,  and  Arizona  were  added  to  the  western  territories,  until  the 
boundaries  of  the  nation  spanned  a  continent.  In  all  these  ways  Democratic  adminis- 
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trations  laid  the  groundwork  for  a  vast  nation  in  which  the  power  of  the  federal 
government  was  bound  to  expand.  Decentralized  political  authorities  could  no  longer 
be  sufficient. 

As  the  Civil  War  approached,  however,  the  Democratic  party  began  to  stress  the 
rights  of  states  to  govern  themselves,  and  the  Republican  party  took  up  the  cudgels  for 
a  strong  federal  government.  Inheriting  the  arguments  for  a  permanent  union  as  set 
forth  by  Daniel  Webster  and  other  Whigs,  the  Republicans  gave  to  Lincoln  the  task  of 
preventing  the  federal  government  from  falling  apart  in  civil  war.  The  power  of  the 
federal  government  emerged  from  the  Civil  War  immeasurably  strengthened,  and  Lo 
general  continued  to  expand  in  the  succeeding  century. 


B.  RELIGIOUS  FERVOR  AND  RELIGIOUS  FREEDOM 

One  of  the  thorniest  aspects  of  the  fust  modernization  process  was  the  confrontation 
between  establishments  of  religion  and  those  seeking  separation  of  church  and  state. 
The  establishments  of  religion  were  looked  upon  as  citadels  of  the  traditional  standing 
orders  that  had  to  be  stormed  if  the  forces  of  modernity  were  to  be  victorious.  The 
political  struggles  over  disestablishment  were  constant,  severe,  and  often  debilitating. 
Only  in  the  United  States  was  a  reasonably  clear-cut  victory  won  for  the  separation  of 
church  and  state.  This  was  undoubtedly  one  of  the  reasons  why  the  United  States  was 
able  to  forge  ahead  so  rapidly  in  its  modernization.  There  were  no  enormously 
powerful  land-owning  churches  to  hold  off  political  reform  or  economic  development 
as  they  did  in  Eastern  and  Southern  Europe,  and  for  a  time  in  France,  England,  and 
Germany. 

But  it  also  turned  out  that  political  action  based  upon  a  secular  theory  of  natural 
rights  was  not  the  only,  perhaps  not  even  the  most  important,  aspect  of  the  disestab¬ 
lishment  process.  The  political  role  of  nonconformist,  dissenting  churches,  or  radical 
Protestant  sects  who  believed  in  the  free  exercise  of  religion  without  interference  by 
government  in  religious  creed  or  practice  proved  to  be  indispensable.  ‘‘Separatists”  like 
the  Quakers,  Baptists,  Methodists,  and  Mennonites  were  opposed  to  establishments  of 
religioii  on  principle,  but  even  those  who  were  believers  in  a  close  alliance  between 
church  and  state  (Presbyterian,  Congregationalist,  Lutheran,  Catholic)  began  to  see  the 
values  of  separation  in  societies  where  they  were  not  the  dominant  church.  Thus,  the 
religious  heterogeneity  of  the  American  colonies  helped  to  undermine  the  religious 
establishments  which  had  benefitted  from  laws  that  imposed  the  doctrines  of  the 
preierred  church  and  taxes  that  were  levied  upon  everyone  for  the  support  of  the 
established  clergy. 

The  power  of  the  established  churches  in  Europe,  however,  generally  remained 
strong  in  the  nineteenth  century,  gaining  adherents  as  a  reaction  set  in  against  the 
rationalism  of  the  Enlightenment.  The  state  churches  did  have  their  troubles  with 
liberal  govermnents,  for  they  were  likely  to  be  conservative  and  to  side  with  the 
absolutist  parties  against  the  new  liberalism.  The  Catholic  Church  in  France,  subject  to 
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bitter  attack  throughout  the  Enlightenment,  was  disestablished  by  the  French  Revolu¬ 
tion.  Thereafter,  its  fortunes  fluctuated  with  the  political  pendulum.  Regaining  some 
of  the  privileges  of  an  established  church  as  a  result  of  Napoleon’s  Concordat  of  180L 
it  gained  strength  under  the  Bourbon  restoration,  lost  ground  under  the  Second 
Republic,  came  back  under  the  Second  Empire,  and  finally  lost  its  favored  position 
under  the  Third  Republic.  In  England  the  Church  of  England  retained  its  preferred  and 
central  place.  It  was  generally  allied  with  the  Tories,  the  aristocracy,  and  the  wealthy, 
but  the  growing  liberalism  in  England  permitted  greater  toleration  for  the  noncon¬ 
formist  churches  than  on  the  continent.  Even  Roman  Catholics  gained  some  liberties 
following  the  Catholic  Emancipation  Act  of  1829. 

This  was  in  marked  contrast  to  the  lack  of  toleration  that  persisted  in  those 
countries,  like  Spain,  Italy,  and  Austria,  where  the  Catholic  Church  continued  to  be 
the  established  church.  In  most  Catholic  countries  the  Church  remained  in  virtual 
control  of  education  despite  growing  interest  by  the  state.  Charles  III  in  Spain, 
affected  by  the  Enlightenment,  drove  out  the  Jesuits  and  hoped  to  set  up  secular 
schools  and  require  state  examinations  of  prospective  teachers,  but  his  plans  never 
were  realized.  In  Austria,  Maria  Theresa  tried  to  adopt  Frederick  the  Great’s  plans  for 
state  education  and  reform  of  schools;  and  Joseph  II  planned  to  set  up  a  centralized 
system  of  aU  educational  institutions  in  the  Empire.  Though  the  hopes  of  these 
enlightened  despots  may  have  been  in  the  modern  vein,  the  difficulties  of  issuing  edicts 
from  the  top  down  were  too  great  to  achieve  much  success  in  a  short  time  with 
peoples  not  accustomed  to  the  privileges  of  education. 

in  most  Protestant  countries  the  educational  systems  continued  to  function  in 
the  hands  of  the  state  churches.  The  Scandinavian  countries  continued  their  Lutheran 
schools,  and  the  Netherlands  and  Scotland  their  Calvinist  schools.  In  Switzerland  the 
Helvetic  Society  in  1762  began  to  work  for  union  of  the  several  loosely  federated 
cantons  into  a  stronger  national  state,  with  a  national  system  of  education  as  an 
integral  part  of  the  plan. 

A  noteworthy  development  for  education  in  the  eighteenth  century  was  the 
emergence  of  aggressive  new  religious  organizations  and  churches,  some  of  them 
begirining  as  reform  movements  within  the  established  churches.  In  German  Lutheran 
lands  the  Pietistic  movement  under  the  leadersMp  of  such  men  as  Spener,  Francke,  and 
Zinzendorf  sought  to  revitalize  and  reform  Lutheranism.  In  England,  the  Wesleyan 
movement  launched  a  similar  revivalistic  effort  to  replace  the  formalism  and  ritualism 
of  the  Anglican  church  by  more  good  works  and  evangelical  spirit.  The  Baptists  and 
Quakers  represented  still  more  radical  protests  against  the  authoritative  practices  of 
the  established  churches. 

Many  other  religious  groups,  large  and  small,  began  to  gain  strength  and  con¬ 
fidence  as  a  result  of  the  more  liberal  attitudes  of  the  eighteenth-century  Enlighten¬ 
ment.  These  sectaries  contributed  their  share  to  the  revivalistic  feeling  that  welled  up 
in  great  areas  of  Europe  and  America.  The  movement  became  so  widespread  that 
historians  have  named  it  the  Great  Awakening.  Hundreds  of  thousands  of  people  were 
swept  up  on  a  wave  of  a  religious  emotionalism  sometimes  reaching  the  proportions  of 
hysteria.  Tliis  movement  had  special  effects  on  education  in  England,  Germany,  and 
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America.  A  lively  missionary  spirit  stimulated  education  and  philantliropic  efforts  in 
informal  as  well  as  in  organized  ways. 

The  Great  Awakening  was  a  popular  movement  often  at  odds  with  the  rationalism 
of  the  Eiiliglitenm.eiit.  Whereas  the  Enliglitenment  promoted  a  secularization  of 
society,  i.e.,  remioving  religious  sanctions  for  the  conduct  of  public  affairs,  the 
evangeiical  movement  tended  to  regard  the  religious  spirit  as  the  alTembracing  force  in 
human  affairs.  In  this  respect  they  came  into  conflict,  especially  over  the  value  of 
religious  creed  versus  secular  knowledge  in  schools.  But  evangelism  and  secularisin 
often  joined  hands.  They  cooperated  in  attacking  the  established  churches,  working 
for  the  separation  of  church  and  state,  and  achieving  freedom  of  religious  worship;  and 
they  cooperated  in  philanthropic  and  humanitarian  movements  of  social  reform, 
including  the  effort  to  relieve  the  suffering  of  the  underprivileged  in  the  newly 
industrializing  cities  and  to  extend  the  opportunities  for  free  or  charity  education  to 
the  cliildren  of  the  poor. 

In  the  course  of  the  eighteenth  century  the  American  states  moved  toward 
religious  freedom  as  a  basic  part  of  their  liberal  revolution,  but  the  transition  from  a 
single  establishment  of  religion  to  full  separation  of  church  and  state  was  a  tortuous 
and  painful  process.  The  essence  of  a  single  establishment  of  religion  was  that  every 
person  had  to  pay  taxes  to  support  the  established  church  whether  or  not  he  belonged 
to  that  church  or  believed  in  its  doctrines.  In  several  colonies  an  intermediate  step  was 
taken.  This  permitted  more  than  one  religious  group  to  use  the  power  of  the  state  to 
help  support  their  own  ministers  and  church  services.  I  have  called  this  a  “multiple 
establishment  of  religion.”^^  For  example,  in  Massachusetts,  Connecticut,  and  New 
HampsMre  where  the  Congregational  churches  w^ere  established,  the  Anglicans  were 
given  the  special  privilege  of  applying  their  religious  taxes  to  the  purpose  of  supporting 
ilieir  owm  Church  of  England  ministers.  Later,  all  Protestant  societies  were  given  this 
privilege  in  the  organic  laws  that  governed  these  states  after  the  Revolution. 

A  sim.ilar  proposal  aroused  a  bitter  controversy  in  Virginia  during  the  Revolii> 
tionary  period,  but  it  was  defeated  under  the  leadership  of  Jefferson  and  James 
Madison.  Instead,  the  Virginia  statute  for  religious  freedom  drawn  up  by  Jefferson  and 
adopted  in  1786  became  a  model  for  other  states  throughout  the  nineteenth  century. 
Fresh  from  tins  battle,  Madison  saw  the  necessity  of  guaranteeing  religious  freedom 
and  separation  of  church  and  state  in  the  federal  constitution.  As  a  result,  he  led  the 
tigiit  lor  a  bill  of  rights  in  which  the  First  Amendment  proclaimed,  “Congress  shall 
maxe  no  law  respecting  an  establishment  of  religion,  or  prohibiting  the  free  exercise 
thereof.” 

Reflecting  the  unmistakable  trend  toward  religious  freedom,  eight  states  had 
already  disestablished  their  state  churches  before  the  First  Amendment  determined 
national  policy.  This  toppling  of  the  standing  order  of  the  colonial  period  was  one  of 
the  most  important  triumphs  of  the  Enlightenment  over  the  Reformation  in  American 
lire,  heralding  radical  changes  in  the  control  and  program  of  education  in  the  nine- 
leeniii  century.  Without  it,  a  common  public  education  would  have  been  impossible. 

^  rcr  a  ra.l  ni>:ory  oi  this  process,  see  R.  Freeman  Butts,  The  American  Tradition  in  Religion  and 
Education.  Beacon  Press,  Boston,  1950. 
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The  influx  of  an  increasing  diversity  of  religious  groups  during  the  eigliteenth 
cemury  helped  to  create  the  political  conditions  wherein  religious  freedom  could 
become  a  reality.  Large  numbers  of  German  Lutherans,  Moravians,  Mennonites,  and 
Scots-Irish  Presbyterians  settled  in  Pennsylvania,  and  Methodists  and  Baptists  settled  in 
rTtually  all  colonies.  The  established  churches  could  not  survive  the  rising  political 
power  of  these  growing  sectarian  groups. 

The  strength  and  vitality  of  the  churches  in  America  were  in  no  small  measure 
tlie  result  of  the  principles  of  religious  freedom  and  the  separation  of  church  and  state 
embodied  in  the  First  Amendment  and  in  the  bill  of  rights  of  the  several  state 
constitutions.  Virtually  every  state  as  it  came  into  the  Union  in  the  nineteenth  century 
adopted  the  principles  that  the  state  guaranteed  freedom  of  religious  conscience  and 
that  the  state  would  not  use  public  funds  to  aid  or  support  any  churches  or  their 
schools. 

In  sum,  the  secularization  of  public  affairs  was  one  of  the  basic  elements  in  the 
modernization  process.  This  did  not  mean  that  religious  values  had  to  be  separated 
from  political  decisions,  but  it  did  mean  that  no  longer  would  the  official  clerical 
institutions  be  supported  by  public  funds  and  no  longer  would  the  clergy  hy  virtue  of 
their  office  be  empowered  to  make  political  decisions  on  behalf  of  the  citizens. 
Although  there  were  countless  twistings  and  turnings  in  the  road  from  Cotton  Mather’s 
rale  of  the  sectarian  clergy  over  education  in  1700  to  the  establishment  of  laicized 
state  boards  of  public  education  in  the  1850s,  it  was  a  perfectly  visible  road. 


C.  THE  SECULAR  LAMP  OF  ENLIGHTENMENT 

Tne  eigliteenth-century  Enlightenment  was  a  reaction  against  the  traditional  civiliza- 
tion  of  the  old  regime  in  Europe— against  absolute  monarchy,  closed  economic 
systems,  rigid  social  stratification,  religious  authoritarianism,  an  unscientific  world 
hew,  the  doctrine  of  original  sin  in  human  nature,  and  the  domination  of  intellectual 
life  by  medieval  conceptions  of  knowledge.  Underlying  this  protest  was  a  growing  faith 
m  the  powers  of  man,  in  science,  and  in  human  reason.  This  age  of  reason  preached  the 
liumanitarian  faith  in  progress  that  man,  by  taking  thought,  could  reform  Ms  institu¬ 
tions  as  a  means  of  promoting  the  general  welfare.  These  currents  of  thought  helped  to 
shape  the  pervasive  liberal  and  democratic  ideals  that  came  to  mark  the  heartland  of 
the  West.  They  formed  the  intellectual  pillars  upon  which  the  social  structures  of 
modernity  rest.  As  the  reformers  sought  a  justification  of  their  revolt  against  tradi¬ 
tionalism  and  absolutism,  they  formulated  the  conception  of  natural  law  and  natural 
rights  as  instruments  with  which  to  attack  all  forms  of  entrenched  interests.  The 
conception  of  natural  law,  borrowed  from  the  new  science,  was  applied  to  human 
nature,  to  society,  to  economics,  to  politics,  to  learning,  and  to  education. 

Peter  Gay  begins  his  masterly  study  of  the  Enliglitenment  with  a  perceptive 
over\1ew^  and  ends  it,  appropriately,  with  a  discourse  on  education: 

The  men  of  the  Enlightenment  united  on  a  vastly  ambitious  program,  a 
program  of  secularism,  humanity,  cosmopolitanism,  and  freedom,  above  all, 
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freedom  in  its  many  forms-freedom  from  arbitrary  power,  freedom  of  speech, 
freedom  of  trade,  freedom  to  realize  one’s  talents,  freedom  of  aesthetic  re¬ 
sponse.  freedom  in  a  word,  of  moral  man  to  make  bis  own  way  in  the  world. 


At  the  end  of  his  two  volumes.  Gay  rightly  refers  to  education  as  ‘‘the  losic  of 
enlightenmeriii'  the  vert'  basis  of  programmatic  refoiin: 


But  education  was  more  than  a  theory  or  a  hope  for  the  philosophes;  ii 
was  also  an  experience—in  fact,  it  lies  at  the  heart  of  their  experience  as 
philosophes.  I  have  defined  that  experience  as  a  dialectical  struggle  in  which  the 
philosophes  first  pitted  classical  thought  against  their  Christian  heritage  that 
they  might  discard  the  burdens  of  religion,  and  then  escaped  their  beloved 
ancients  by  appealing  to  the  science  of  nature  and  of  man;  this  pursuit  of 
modernity  was  the  essential  purpose  of  their  education.  Indeed,  their  experience 
was  an  education  in  the  most  specific  possible  sense.  Each  philosophe  recapitu¬ 
lated  in  his  private  development  the  course  that  the  Enlightenment  was  prescrib¬ 
ing  for  mankind  in  general;  each  first  sensed  his  opportunity  for  engaging  in  this 
liberating  and  exhilarating  struggle,  and  equipped  himself  for  it,  in  his  school^ ' 

Peter  Gay’s  thesis  is  pregnant  with  suggestions  for  viewing  the  formative  role  of 
education  in  promoting  social  reform  during  the  Enlightenment  and  after.  It  makes 
suspect  the  easy  dichotomy  sometimes  assumed  by  latter-day  developmental  econo¬ 
mists  that  the  humanities  are  wholly  tradition*bound  and  the  sciences  entirely  for- 
waid-iooking.  That  the  philosophes  could  use  the  classical  studies  as  powerful  weapons 
in  attacking  the  religious  traditions  of  their  day  and  then  pave  the  way  for  miodem 
reforms  in  society  and  in  education  finds  a  certain  parallel  in  the  twentieth-century 
independence  movements  led  by  Asians  and  Africans  who  were  brought  up  on  3 
classical  Westernized  education. 

But  the  fact  remains,  too,  that  the  Enlightenment  philosophes  were  not  content 
to  remain  with  the  world  views  or  the  social  views  of  their  beloved  ancients.  They 
believed  the  modem  world  could  only  be  unlocked  by  the  secular  sciences  and  their 
application  to  man,  to  society,  and  to  education.  They  found  their  patron  saints  ii 
Bacon,  Fontenelle,  Newton,  and  Locke,  not  in  Aristotle,  Cicero,  or  Vergil.  For  all  their 
attraction  to  and  competence  in  the  classical  style  the  philosophes  from  Montesquieu 
and  Voltaire  to  Condorcet,  Turgo,  and  Kant  would  have  to  side  with  the  Modems  in 
their  struggle  with  the  Ancients.  Just  as  the  Renaissance  humanists  proclaimed  tlieir 
own  superiority  over  the  medievalists  by  appealing  to  the  classics,  so  the  pliilosophes 
proclaimed  their  superiority  over  the  humanists  by  appealing  to  science.  The  idea  of 
progress  as  a  historical  process  of  social  improvement  was  no  longer  simply  a  descrip¬ 
tion  of  the  historical  record  of  the  past.  It  became  a  faith  for  the  future,  that 

Peter  Gay,  "The  Enlightenment:  an  Interpretation,  voi.  1,  The  Rise  of  Modem  Paganism,  Knopf, 
f\ew  York,  1966,  p.  3. 

^ '  Ibid.,  ¥ol.  2,  The  Science  of  Freedom,  Knopf,  New  York,  1969,  p.  502.  Italics  added. 
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-definite  improvement  could  be  achieved  if  men  purposely  applied  themselves,  their 
reason,  and  their  knowledge  to  the  task  of  reform^ing  their  institutions. 

Above  all,  the  progressive  development  of  knowledge  was  at  the  root  of  all  other 
i^roaress.  It  was  not  only  normal  and  natural,  nay  inevitable. it  was  no  accident  that 
Copidorcef  s  great  essay  was  entitled  the  Progress  of  the  Human  Mind,  Condorcet  not 
ofilv  dewed  progress  as  a  process  of  social  development  through  ten  stages  from  folk 
societies  to  his  present,  but  he  viewed  these  stages  as  anchored  in  the  development  of 
tre  human  mind  as  it  progressed  from  irrationality  to  rationality.  And,  significantly, 
ihe  tenth  stage,  the  last  and  greatest,  was  to  be  marked  not  only  by  liberty,  equality, 
and  democracy  but  by  universal  education,  the  fountainhead  of  the  development  of 
knowledge  and  of  intellect. 

Never  have  scholars  and  intellectuals  been  so  confident  that  knowledge  could 
improve  society.  Taking  their  cue  from  the  physical  sciences,  they  carried  on  investiga¬ 
tions  that  led  to  major  advances  in  nearly  all  organized  bodies  of  knowledge.  Pre¬ 
eminent  in  expanding  the  horizons  of  knowledge  were  the  scientists  and  mathemati¬ 
cians.  In  the  fields  of  astronomy  and  physics  Newton’s  formulation  of  the  law  of 
'S-avitation  began  a  new  era  of  science  that  rapidly  found  expression  in  the  newly 
developing  biological  sciences,  social  sciences,  and  humanities.  For  a  Newton  in 
physics  there  was  a  Leibnitz  in  mathematics,  a  Pasteur  or  Darwin  in  biology,  a 
Voltaire  or  a  Ranke  hi  history,  a  Malthus  or  a  Ricardo  in  economics,  a  de  Tocqueville 
or  a  Biy^ce  in  political  science,  a  Saint-Simon  or  a  Comte  in  sociology,  a  Locke  or 
Hume.  Kant  or  Hegel  in  philosophy,  a  Bentham  or  a  Mill  in  social  theory,  and  a 
Rousseau  or  a  Condorcet  in  education. 

As  a  result,  science  gained  tremendous  prestige  and  authority  in  the  intellectuai 
life  of  the  modern  western  world.  The  term  science  came  to  have  at  least  three 
meanings.  (1)  It  referred  to  all  bodies  of  organized  knowledge  that  developed  system¬ 
atic  and  consistent  statements  of  tested  beliefs.  (2)  It  came  to  mean  more  specifically 
the  experimental  method  for  the  discovery  and  refinement  of  knowledge,  retying  upon 
careful  observation,  the  formulation  of  hypotheses,  the  elaboration  of  consequences, 
and  the  testing  and  verifying  of  the  hypotheses  under  controlled  and  measurable 
conditions.  (3)  It  came  to  mean  a  general  philosophy,  or  world  view,  according  to 
which  both  natural  phenomena  and  human  events  follow  orderly  regularities  that  can 
be  observed  by  the  senses,  measured  accurately,  and  expressed  in  quantitative  terms. 

On  the  American  side  of  the  Atlantic  the  Enlightenment  began  to  glow  with 
increasing  brigiitness  from  1715  onward.  By  the  end  of  the  eighteenth  century 
Unitarian  religious  beliefs  began  to  temper  the  stern  Calvinist  outlook  on  sin  and 
depra\1ty,  preaching  the  inherent  goodness  of  human  nature  and  the  infinite  perfecti¬ 
bility  of  man.  A  deistic  outlook  began  to  view  the  world  in  Newton’s  terms  as  a  great 
machine  operating  according  to  natural  laws  rather  than  the  capricious  will  of  a 
personal  God.  Tlie  Franklins,  Wintlirops,  and  Jeffersons  were  relatively  few  before 
1800,  but  they  began  to  multiply  thereafter. 

^^For  an  important  analysis  of  the  idea  of  progress  varying  trom  the  standard  view  of  I.  B.  Bury, 
see  Robert  A.  Nisbet,  Social  Change  and  History,  Aspects  of  the  Western  Theory  of  Development, 
Oxford  University  Press,  New  York,  1969.  chap.  3. 
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One  of  the  nost  imoressive  facts  concerning  the  intellectual  life  of  the  United 
States  durina  the  nineieenih  century  was  the  enormous  and  rapid  expansion  that  tcok 
place  in  neailv  all  fields  of  organized  knowledge.  Few  developments  had  so  great  or  53 
direct  an  effect  upon  the  character  of  American  education.  The  investigative  methcds 
cf  science  played  a  key  part  in  thJs  process. 

As  masses  of  materia!  were  added  to  the  traditional  bodies  of  knowledge,  mar.y 
new  and  relatively  independent  subjects  came  onto  the  educational  scene.  The  elder 
bodies  of  know'ledge  were  diwided  and  subdiwded  into  ever  more  specialized  elements. 
A  college  professor  of  natural  philosophy  like  Benjamin  Silliman  at  the  beginning  0: 
the  century  could  take  for  his  field  the  whole  range  of  organic  life,  but  by  the  end  cf 
the  century  he  was  more  likely  to  be  a  botanist,  zoologist,  physiologist,  geologist,  c: 
chemist.  Miat  had  simply  been  called  natural  philosophy  came  to  be  subdiwded  into 
such  specialized  physical  sciences  as  astronomy,  physics,  chemistry,  mineralogy,  geol¬ 
ogy,  meteorology,  and  physical  geography.  In  the  same  manner  moral  philosophy  was 
transformed  and  differentiated  into  the  social  sciences  of  history  and  political 
economy.  Indeed,  by  the  end  of  the  century  a  scholar  could  no  longer  take  even  the 
whole  of  one  of  these  newer  fields  for  his  special  interest  but  had  to  specialize  in  ever 
more  narrow  aspects  of  zoology,  or  physics,  or  history. 

This  process  of  expansion  and  specialization  of  knowledge  was  hastened  not 
only  by  the  attempt  to  apply  scientific  methods  to  nearly  all  fields  of  knowledge  but 
also  by  the  organization  of  professional  associations  of  scholars  and  specialists  in  the 
various  fields.  The  success  of  the  scientific  method  was  soon  apparent  as  scientists 
were  impelled  by  colleges  and  universities,  by  business  and  industry,  and  by  the 
government  to  investigate  the  whole  range  of  natural  and  physical  phenomena. 
Practical  and  profit  motives  were  strong,  as  well  as  the  theoretical  impetus.  The  desire 
to  create  better  machines  for  the  production  of  goods,  to  improve  agricultural 
products,  to  find  better  sea  lanes,  and  to  develop  ocean  and  overland  transportation  all 
played  their  parts. 

With  the  growing  importance  of  knowledge  of  so  many  kinds,  it  was  only  natural 
that  there  should  be  differences  of  opinion  concerning  the  uses  to  which  knowledge 
should  be  put— indeed,  concerning  its  whole  purpose.  One  outlook,  strongly  akin  to 
the  humanistic  tradition,  held  to  the  ideal  that  knowledge  is  valuable  primarily  for  its 
own  sake.  Literature,  language,  science,  history,  art,  and  music  are  the  hallmarks  of 
culture  and  scholarship  that  express  the  most  refined  and  purest  sentiments  of  human 
nature.  According  to  tills  genteel  tradition,  the  quiet,  reserved,  and  undisturbed 
pursuit  of  truth  or  expression  of  beauty  should  not  be  jarred  by  the  harsh  realities  of 
the  outside  world.  Romanticism,  escape  literature,  the  remote,  the  sentimental,  and 
the  adventurous  were  marks  of  the  genteel  tradition,  exemplified  by  such  writers  as 
Longfellow,  Lowell,  and  Holmes. 

In  opposition  to  this  exaltation  of  scholarship,  w^hether  in  the  humanities  or  the 
sciences,  as  an  adornment  of  the  cultivated  mind,  was  the  belief  that  knowledge  has  a 
social  function  to  perform  and  should  not  merely  hide  away  in  its  ivory  tower.  This 
view,  linked  to  the  modernism  of  the  Enlightenment,  took  several  forms.  One  was  a 
nationalistic  emphasis,  which  began  to  glorify  the  new  American  republic,  its  ideals,  its 
people,  and  its  setting  in  a  new  continent.  Literature,  history,  and  science  were 
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stimulated  by  this  nationalistic  zeal  to  turn  knowledge  to  the  improvement  and 
development  of  the  new  nation. 

Another  form  drew  its  inspiration  from  business  enterprise  and  industrialism, 
which  idealized  the  practicality  of  life  and  insisted  that  knowledge  should  promote  the 
practical  business  of  living.  This  stimulus  included  not  only  the  desire  to  use  tech¬ 
nology  to  improve  the  productive  capacity  of  the  nation  but  also  the  optimism  that 
practical  knowledge  is  the  open-sesame  by  which  the  individual  may  advance  himself 
on  the  social  and  economic  scale. 

A  third  form  was  the  belief  that  knowledge  should  be  devoted  to  the  welfare  of 
the  great  majority  of  the  people  in  a  democracy.  The  test  of  literature,  science,  social 
science,  and  art  should  be  their  functioning  in  the  public  interest.  Knowledge  must  not 
be  locked  up  in  its  intellectual  hideaways;  it  must  not  be  neutral  to  injustice  and 
corruption;  it  must  not  be  confined  to  an  aristocratic  elite;  it  must  not  defend  the 
privilege  and  entrenched  interests  of  the  status  quo.  Rather,  investigation  should  be 
undertaken  with  a  view  to  the  improvement  of  democracy,  and  its  fruits  should  be 
spread  as  widely  among  the  population  as  possible  by  means  of  popular  education. 

As  a  matter  of  fact,  the  scientific  movement  proved  to  be  one  of  the  most 
important  factors  in  breaking  down  barriers  between  intellectuals  and  the  common 
people.  The  interest  in  scientific  facts  amounted  to  a  popular  rage.  Societies  for  the 
dissemination  of  scientific  knowledge  sprang  up  in  all  parts  of  the  country,  and 
thousands  of  people  were  brought  into  closer  touch  with  the  marvels  of  science 
through  mechanics’  institutes,  libraries,  popular  books,  and  lyceum  lectures. 

Whatever  else  the  Enlightenment  may  have  bequeathed  to  modern  civilization  It 
affirmed  the  value  of  knowledge  in  the  improvement  of  social  institutions.  From 
Montesquieu,  Voltaire,  and  Franklin  to  Jefferson,  Bentham,  and  Mill,  the  faith  in 
rationality  assumed  that  the  world  of  man  as  well  as  the  world  of  nature  was  basically 
comprehensible  and,  if  not  orderly  on  the  surface,  could  be  made  orderly  by  the  uses 
of  reason  and  especially  of  scientific  reason.  More  than  that.  The  world  of  man  and  of 
nature  could  not  only  be  understood  by  acquiring  knowledge,  it  could  be  controlled, 
managed,  and  improved  by  taking  thought  and  applying  the  resources  of  reason  and 
knowledge  to  the  task.  This  faith  in  knowledge— and  thus  in  education— was  of  the 
essence  of  modernity.  Of  all  the  sources  of  social  power  upon  which  Western  civiliza¬ 
tion  drew  as  it  moved  from  tradition  to  modernity  this  was  the  fountain  that 
nourished,  or  the  lamp  that  illumined,  the  others. 

But  illumination  was  not  all  either.  Fundamental  efforts  to  understand  the  world 
and  man  are  characteristic  of  traditional  civilized  societies  as  well  as  modern.  All 
traditional  civilizations  had  great  respect  for  knowledge  as  the  reservoir  of  wisdom,  or 
sacred  writ,  or  spiritual  nourishment,  or  intellectual  satisfaction.  The  Greeks  spread 
the  gospel  of  rationality  as  the  spearhead  of  a  civilized  way  of  life.  The  distinctively 
modern  is,  however,  the  energizing  power  that  knowledge  endows  upon  those  who  use 
it,  applying  it  to  practical  affairs. 

Aristotle  had  separated  theoretical  knowledge  from  practical  knowledge,  and  the 
West  followed  his  lead  for  nearly  a  thousand  years.  It  was  the  Enlightenment  that  gave 
enormous  momentum  to  consummating  an  alliance  between  the  two  w^hich  produced 
the  technological  revolutions  of  the  nineteenth  and  twentieth  centuries.  The  Greeks 
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j  j.  76\7^.  an  art  or  regular  metliod  of  making  a  tiling,  which  has  come 

'limaaace  as  :a' A  latter-day  Greek  philosopher.  Emmanuel  G. 
yf-ohene  de"m:es  rechnolocv  as  “the  organizaiion  of  knowledge  for  practical  pur- 
"19  Yiis  is  the  essence  of  the  matter.  Such  organization  includes  not  only 
tools  and  machines,  but  linguistic,  mathematical,  and  intellectual  tools  in 
ceneral.  Alone  with  harnessing  physical  energy,  these  are  the  sources  of  the  social 
rower  which  has  marked  modern  Western  cirilization  for  some  300  years.  Organizing 
lircuistic.  mathiemaiicah  and  intelleciuai  tools  for  practical  purposes  became  a  special 
province  of  modern  Western  education. 

Of  course,  this  power  has  not  been  Wewed  with  as  much  unalloyed  enthusiasm 
bv  everyone  as  by  the  philosophes  of  the  eigliteentii  century  and  the  utilitarians  of  the 
mneteentli  century.  The  old  regimes  and  the  standing  orders  being  attacked  by  the 
philosophes  scarcely  welcomed  their  admiration  for  knowledge  as  a  means  of  changing 
institutions.  Nor  did  a  growing  crescendo  of  voices  that  began  to  be  heard  throughout 
the  West  in  conservative  reaction  against  the  modernity,  the  freedom,  the  individu¬ 
alism.  the  progress,  the  practicality,  and  the  rationality  of  the  Enliglitenment.  The 
lamp  Was  dimmed  or  at  least  it  flickered  fitfully  in  the  face  of  the  growing  winds  of 
disenchantment  with  the  success  of  the  Enlightenment.  These  took  various  forms:  a 
reassertion  of  the  traditional  values  of  spiritual,  moral,  and  religious  authority,  a  claim, 
for  the  needs  of  the  social  bonds  of  community  as  over  against  rampant  individualism, 
the  importance  of  the  nonrational  springs  of  behavior  as  against  the  rational,  the 
compiaiiits  about  alienation  in  the  face  of  secular,  profane,  progressive  trends  that 
degrade  and  cheapen  the  quality  of  liie."° 

The  conservative  reaction  against  the  enthusiasms,  the  confidence,  and  the 
optimism  of  the  Enliglitenm.ent  belief  in  the  efficacy  of  knowledge  has  had  its  effects 
upon  Western  education  on  both  sides  of  the  Atlantic.  These  will  be  treated  later,  but 
the  iminediate  result  was  to  raise  the  religious  tone  of  much  of  the  education  offered 
to  the  populace  and  slow  down  the  liberalizing  reforms  that  were  seeking  to  modernize 
educational  institutions  in  the  afterglow  of  the  Enlightenment.  The  overall  result, 
however,  was  only  to  delay  the  intellectual  momentum  of  the  Enliglitenment  ideals  in 
education,  not  to  reve,rse  them. 


D.  THE  TORCH  OF  DEMOCRATIC  REVOLUTION 

Few  of  the  Enlightenment  philosophes  contemplated  tliat  their  programs  for  social 
leforin  would  lead  to  the  violent  overtlirow  of  the  established  order.  To  be  sure,  they 
attacked  the  evis  of  cliiircli,  monarchy,  and  ignorance,  but  they  did  not  visualize  the 
lamp  of  enliglitenmerit  becoming  the  torch  of  revolution.  Their  faith  in  men  of  reason 
^did  not  extend  easily  to  faith  .in  the  great  masses  of  poor,  downtrodden,  uneducated 

University  Program  on  Teciinoiogy  and  Society,  Fourth  Annual  Report,  1967-1968, 
Harvard  Uriveisity,  Cambridge,  Mass.,  p.  44. 

^®See,  for  example,  Robe,rt  A.  Nisbet,  The  Sociological  Tradition,  Basic  Books,  New  York,  1966. 
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the  rabble,  the  canaille,  the  sans  culottes.  But  their  preachments  against  special 
mhileae  and  in  favor  of  wider  participation  by  the  populace  in  the  political  process  led 
inexorably  to  the  egalitarianism  and  popular  extension  of  citizenship  that  formed  the 
basis  of  the  democratic  revolution,  described  so  persuasively  and  penetratingly  by 
R.  R.  Palmer This  movement,  linked  intricately  with  the  growing  power  of  the 
ration-state,  the  reformism  of  the  Enlightenment,  and  religious  freedom  is  the  fourth 
major  element  of  the  modernization  process  that  characterized  the  societies  of 
Western  civilization  in  the  period  from  1700  to  the  present. 

One  of  the  most  illuminating  aspects  of  Palmer’s  interpretation  is  that  the 
democratic  revolution  was  a  single  revolutionary  movement  that  broke  out  in  different 
Barts  of  the  heartland  of  the  West  in  the  latter  decades  of  the  eighteenth  century?^ 
The  manifestations  that  appeared  in  America  and  in  France  were  the  prototypes  for  all 
liie  others.  Tlie  American  revolution  was  first  to  take  place  and  the  only  one  to 
succeed  without  major  reaction.  The  French  Revolution,  more  extreme  and  more 
\ioient  than  the  others,  was  associated  with  the  most  powerful  nation-state  in  Europe 
iifitil  Napoleon  was  defeated  and  the  Congress  of  Vienna  in  1815  heralded  a  major 
reaction  in  Europe. 

Palmer  makes  the  point  that  the  revolutions  did  not  spread  from  America  or 
from  France  to  the  rest  of  the  West.  Rather,  each  country  had  its  own  agitations,  its 
own  protests,  and  its  own  assaults  upon  the  established  orders,  which  from  the 
mid-seventeenth  to  the  mid-eighteenth  centuries  had  become  ever  more  aristocratic, 
more  closed,  more  elite,  more  self-perpetuating  and  hereditary,  and  more  privileged. 
Even  the  parliaments,  assemblies,  councils,  and  diets  were  less  responsive  to  the  needs 
of  the  common  people.  Each  country  had  its  revolutionary  upheavals  aimed  at 
achieving  greater  equality,  more  participation  in  government  by  a  greater  share  of  the 
populace,  and  greater  protection  for  the  civil  liberties  and  civil  rights  of  citizens  in  a 
free  political  community.  Reform  movements  appeared  in  England  and  Ireland,  and 
short-lived  republics  were  set  up  in  Holland,  Belgium,  Switzerland,  Italy,  Hungary,  and 
Poland  in  the  1780s  and  1790s.  But  by  1800  the  established  orders  had  regained  their 
powers,  and  the  republics  had  reverted  to  aristocracies  or  monarcliies,  except  for 
France  wliich  maintained  its  republican  facade  until  Napoleon  declared  the  empire  in 
1804. 

In  general,  Palmer’s  analysis  of  the  adversaries  has  interesting  educational 
ramifications.^^  Those  who  were  likely  to  be  anti-French  and  anti-revolution ^  were 
Exely  to  include  those  who  had  only  a  moderate  amount  of  education  (the  highest 
social,  economic,  and  governing  classes)  as  well  as  those  who  had  little  or  no  education 
(the  lowest  wage-earning  or  dependent  classes).  (France  and  the  United  States  were 
major  exceptions  to  this  generalization.)  Those  who  were  likely  to  be  pro-French  and 
piorevoiutionary  were  those  who  were  the  best-educated,  the  intermediate  classes  or 

^^R.R.  Palmer,  The  Age  of  the  Democratic  Revolution;  a  Poiitical  History  of  Europe  and 
America,  1760-1800,  2  vols.  Princeton  University  Press,  Princeton,  N.J.,  1959,  1964. 

‘^Palmer,  op.  cit.,  vol.  1,  The  Challenge,  chap.  1. 

“'^See  Palmer,  op.  cit.,  vol.  2,  The  Struggle,  chap.  1. 
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those  whose  status  was  changing.  These  were  the  professionals  in  medicine,  law,  and 
teaching,  students,  literate  craftsmen  or  shop  keepers,  and  small  businessmen  oi 
iTiercliants  who  saw  advantages  in  modernization.  Palmer  puts  it  this  way: 

In  any  case,  sympathy  for  the  new  order  everywhere  varied  in  direct 
proportion  to  communications,  to  the  contact  between  town  and  country,  the 
state  of  the  roads,  the  reading  of  newspapers,  the  frequency  of  inns  and  of 
travelers,  the  habit  of  small  farmers  selling  their  own  produce  in  a  market.  Rural 
communities  that  had  the  least  contact  with  the  outside  world  were  least 
interested  in  a  new  legal  and  political  order.^"^ 

It  is  not  too  much  to  say,  therefore,  that  the  more  widespread  literacy  was 
among  the  populace  and  the  more  influential  were  the  educated  professional  classes 
the  more  likely  was  the  outlook  to  be  in  favor  of  the  ideals  of  the  democratic 
revolution.  Intentionally  or  not,  the  incidence  of  education  seemed  to  have  a  bearirig 
upon,  the  attitudes  toward  democracy  as  a  phase  of  modernization.  Exceptions  of 
course  were  evident,  in  England  the  educated  gentry  class  of  the  seventeenth-century 
revolution  had  taken  a  more  conservative  turn  and  had  even  restricted  educatioBal 
opportunity  during  the  eighteenth  century,  so  that  literacy  in  1780  was  probably  no 
more  widespread  than  200  years  earlier.  In  Germany  the  educated  classes  were  largely 
in  the  ser\ice  of  the  “enlightened”  rulers  who  were  trying  to  modernize  from  the  top 
down  without  extending  democratic  rule  to  the  populace. 

By  and  large,  however,  an  even  more  fateful  relationship  between  the  democratic 
revolution  and  education  began  to  take  form:  the  more  conservative  or  reactionary  the 
outlook,  the  less  disposition  to  extend  educational  opportunity;  the  more  radical  and 
revolutionary,  the  greater  the  demand  for  widespread  education.  Tlie  educational 
outlook  of  Palmer’s  five  categories  of  opinion  toward  the  revolution  might  be  said  to 
follow  this  pattern: 

Reactionary  conservative  monarchists  who  wanted  to  return  to  the  pri\ileges 
of  monarchy,  to  maintain  an  established  church,  and  to  permit  little  or  no  socia,! 
change  would  education  to  the  few. 

Conservative  constitutional  monarchists  who  believed  the  old  regimes  needed 
some  modernization  and  liberalization  of  citizens’  civil  and  property  riglits 
w'ould  extend  education  m.odestly  to  more  people. 

Constitutionalist  revolutionaries  who  believed  in  substantial  changes  within 
an  ordered  system  of  property  rights  and  representative  government  wtoM 
extend  primary  education  rather  widely  under  state  control. 

Jacobins,  largely  of  middle  class  origin,  who  accepted  universal  suffrage  and 
political  democracy  as  their  goal  in  the  overthrow  of  established  monarchy, 
aristocracy,  and  church  proposed  universal  education. 

Popular  revolutionary  democrats,  made  up  of  the  sam  culottes,  the  lower 
classes,  the  underprivileged,  the  downtrodden  workers,  and  the  dependent 
people  of  the  streets  of  Paris  were  the  most  militant  activists  and  the  least 
educated.  Most  of  all  they  wanted  respect  and  recognition  as  well  as  bread  and 

p.2L 


the  transmutation  to  modernity 


315 


direct  democracy.  They  also  wanted  more  public  education  for  ail,  including 

vocational  training. 

Extreme  popular  revolutionism  boiled  up  to  power,  even  for  a  short  time,  only 
in  France.  It  was  the  extremity  of  this  phase  of  the  French  revolution  that  provoked 
conservative  reactions  in  many  parts  of  Europe.  Especially  in  England  did  the  counter¬ 
revolution  take  hold  and  result  in  strengthening  the  established  order.  As  a  result  of 
the  reaction,  the  pressure  for  democratic  public  education  in  England  was  slowed  in 
favor  of  voluntary,  philanthropic,  and  religious  sponsorship  of  education.  The  counter¬ 
revolution  in  France  started  a  social  pendulum  that  swung  between  reaction  and 
liberalism  throughout  most  of  the  nineteenth  century,  now  favoring  liberal,  secular, 
democratic  education,  then  swinging  back  to  conservative,  religious,  and  aristocratic 
education.  Only  in  the  United  States  was  the  success  of  the  democratic  revolution 
itself  matched  by  the  widening  access  to  education.  The  democratic  revolution  in 
education  helped  the  United  States  by  mid-nineteenth  century  to  begin  to  overtake 
England  and  France  in  the  modernization  process.  Popular  education  helped  to 
broaden  the  base  of  political  and  economic  participation. 

Having  had  its  political  revolution  a  century  earlier  than  in  France,  England  was 
in  a  position  to  modernize  economically  and  industrially  at  the  end  of  the  eighteenth 
century  even  though  it  remained  lughly  conservative  socially.  Thus,  England  was  the 
first  modernizing  society,  but  then  France  had  the  opportunity  to  become  more 
modern  than  England  as  a  result  of  its  revolution  in  the  late  eighteenth  century. 
France  modernized  its  bureaucracy,  separated  church  from  state  (under  the  First 
Republic),  and  established  under  state  control  higher  educational  institutions  of 
science  and  technology  that  began  to  devote  themselves  to  public  service  and  the 
application  of  science  to  modern  life.  But  the  conservative  reactions  that  periodically 
slowed  the  democratic  gains  created  a  political  instability  that  weakened  the  French 
drive  to  modernity. 

Samuel  P.  Huntington  points  out  that  political  modernization  involves  three 
elements:  the  participation  of  the  mass  of  the  people,  the  rationalization  of  legitimate 
authority  in  the  transition  from  feudalism  to  centralized  nation-states,  and  the  dif¬ 
ferentiation  of  political  structures  according  to  legislative,  executive,  and  judicial 
functions.^^  He  points  out  that  European  and  British  political  systems  achieved  the 
latter  two  characteristics  before  America  did,  whereas  the  United  States  went  further 
and  faster  toward  extension  of  political  participation  among  the  populace.  It  also 
moved  rapidly  to  develop  another  of  the  characteristics  of  political  modernity,  the 
political  party  as  a  means  of  aggregating  the  demands  of  various  interest  groups  into 
specific  and  alternative  courses  of  political  action.  In  these  respects  the  modernization 
process  in  the  United  States  forged  ahead  of  that  in  England  and  France. 

Because  of  the  lack  of  entrenched  constituted  bodies  or  a  privileged  upper  class 
of  a  feudalistic  nature,  democratic  revolutionaries  in  America  did  not  lean,  as  they  did 
on  the  European  continent,  toward  a  strong,  unitary,  centralized  government  capable 


'^Samuel  P.  Huntington,  Political  Order  in  Changing  Societies,  Yale  University  Press,  New  Haven, 
Conn.,  1968,  chaps.  1  and  2. 
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of  dealing  with  a  deeply  entrenched  landed  aristocracy.  American  democratic  republi¬ 
cans  like  Jefferson  rather  favored  local  self-sufficiency  and  feared  centralized  homoge¬ 
neous  governments.  In  contrast,  modernization  by  centralized  government  or  by 
business  aided  by  government  was  favored  by  anti-democratic  Federalists  like  Hamil¬ 
ton  3^  The  American  party  system  was  thus  first  formulated  around  the  varying 
responses  to  the  democratic  revolution  as  it  manifested  itself  in  France,  in  the 
European  wars  of  the  French  Revolution,  and  in  radical  Whig  thought  in  eighteenth- 
century  England.  What  was  remarkable  was  that  in  large  part  both  of  the  major 
American  political  parties  that  emerged  by  the  mid-nineteenth  century  were  agreeing 
that  widespread  public  education  w^as  not  only  desirable  but  necessary  to  the  well¬ 
being  of  the  new  Republic. 

In  his  landmark  study  Bernard  Bailyn  has  identified  five  major  sources  of  the 
origiiis  of  revolutionary  thought  among  the  American  colonists.^^  One  was  the 
classical  literature  of  politics  made  familiar  by  the  prevailing  humanist  education  in 
Latin  grammar  schools  and  colleges.  Allusions  to  Aristotle,  Plato,  and  other  Greefe 
were  common,  but  special  emphasis  went  to  Republican  Rome,  to  Cicero,  Sallust,  and 
Tacitus.  A  second  source  was  the  literature  of  Enlightenment  rationalism  and  reform, 
ranging  from  Montesquieu  and  Locke,  to  Voltaire  and  Rousseau,  Grotius  and  Puf- 
endorf.  A  third  and  fourth  stream  consisted  of  the  English  tradition  of  common  law 
with  its  emphasis  upon  equity,  justice,  and  rights,  and  the  American  Puritan  covenant 
theology  that  envisioned  a  special  destiny  for  America  in  God’s  contract  with  man. 

The  fifth  source,  and  in  Bailyn ’s  view  the  most  important,  was  the  radical 
ideology  that  stemmed  from  the  seventeenth-century  English  Revolution  and  Cm! 
War.  Embracing  such  men  as  John  Milton,  James  Harrington,  Henry  Neville,  and 
Algernon  Sidney  ,  this  tradition  was  carried  on  in  early  eigliteenth-century  England  by 
opposition  politicians  independents  in  Parliament,  and  coffee-house  radicals.  Their 
writings  directly  shaped  the  ideas  of  Americans  as  early  as  the  beginning  of  the 
eighteenth  century,  mcreasingly  from  1730  on,  and  above  all  from  1760  to  the 
Declaration  of  Independence. 

Bailyn  makes  special  point  of  his  belief  that  the  reforms  w^hich  the  American 
revolutionaries  sought  most  vigorously  were  political  reforms,  not  the  reconstruction 
of  the  social  order  as  a  whole.  Much  social  reform  had  already  been  achieved,  in  150 
years  of  history,  in  the  direction  of  greater  social  equality  and  the  absence  of  a 
privileged  and  hereditary  aristocracy.  What  was  oppressive  was  the  power  of  Parlia¬ 
ment  and  of  royal  officials  to  compel  obedience  of  colonists  from  afar.  Americans 
were  thus  especially  concerned  to  do  away  with  the  repressive  compulsion  and  the 
unwarranted  power  of  standing  armies  and  repressive  officials.  They  came  to  agree  that 
a  check  on  such  tyranny  and  the  achievement  of  a  self-sustaining  liberty  were  the  main 
goals  of  their  revolution. 

In  the  course  of  working  out  how  this  could  be  accomplished,  the  English  idea 
that  the  major  constituted  orders-crown,  nobility,  commons— should  each  have  its 

See  Palmer,  op.  cit.,  vol.  2,  chaps.  1  and  16. 

Bernard  Bailyn,  The  Ideological  Origins  of  the  American  Revolution,  Harvard  University  Press, 
Cambridge,  Mass.,  1967,  chap.  2. 
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own  organ  of  government  to  balance  and  check  the  others  w^a.s  transformed  into  the 
idea  that  the  different  interests  in  society  should  be  organized  into  parties  for  political 
action  to  work  out  their  differences  and  arrive  at  agreements  within  the  legislative 
branches  of  government  itself.  Tliis  development  of  the  political  party  as  an  agency  of 
interest  aggregation  marked  a  significant  step  in  the  modernization  of  the  political 
process.  When  it  was  further  determined  that  political  office  should  be  held  only  on 
the  basis  of  merit  or  election  and  not  upon  the  basis  of  birth,  heredity,  family,  rank,  or 
wealth,  the  democratic  revolution  moved  the  political  systems  of  the  West  stiU  further 
along  the  road  of  transmutation  to  modernity. 

Enormously  important  for  the  future  of  American  political  life  was  the  exten¬ 
sion  of  the  ballot  to  wdder  and  wider  elements  in  the  population.  At  the  beginning  of 
the  nineteenth  century  the  prmlege  of  voting  was  limited  by  property,  religious,  and 
racial  qualifications,  but  by  the  middle  of  the  century  white  manhood  suffrage  was 
\irtually  won.  In  the  1820s  and  1830s  especially,  the  new  states  of  the  West  came  into 
the  Union  with  constitutions  guaranteeing  universal  manhood  suffrage  (at  least  for 
white  men),  and  many  of  the  eastern  states  liberalized  their  voting  requirements  under 
the  impact  of  the  Republican-Democrats.  The  election  of  Andrew  Jackson  in  1828  is 
usually  taken  as  the  signal  that  the  process  of  extending  the  vote  to  small  farmers  and 
laborers  was  well  on  its  way. 

While  the  possibility  of  social  as  well  as  political  advancement  for  wMte  workers 
increased,  the  social  status  of  those  who  remained  in  the  South  declined  as  wave  after 
wave  of  Negro  slaves  were  brought  in  from  Africa  and  the  West  Indies.  In  1700 
Negroes  already  represented  about  10  percent  of  the  total  population,  about  27,000 
out  of  250,000.  By  1780  there  were  575,000  Negroes  in  the  United  States  out  of  a 
total  population  of  2,780,000.  This  represented  something  like  an  increase  of  100,000 
in  each  of  the  prior  decades.  By  1860  the  Negro  population  reached  nearly  15  percent 
of  the  total  (4,400,000  out  of  31,400,000).  It  was  much  higlier  in  the  South,  reacliing 
something  over  one-third  of  the  total.  With  the  invention  of  the  cotton  gin,  the  South 
turned  more  than  ever  to  cotton,  further  entrenching  Negro  slavery  until  the  time  of 
the  Ci\il  War.  The  denial  of  riglits  to  black  Americans  was,  of  course,  the  greatest 
failure  of  the  democratic  revolution. 

By  the  middle  of  the  nineteenth  century,  the  United  States  was  no  longer  merely 
a  hothouse  in  which  European  institutions  and  ideas  flourished  as  replicas  of  the  Old 
\¥orld.  A  new  environment,  new  soil,  and  new  atmosphere  produced  a  way  of  life  that 
began  to  make  its  own  distinctive  contributions  to  Western  civilization.  Not  tlie  least 
important  of  these  was  the  public  school  idea,  an  idea  which  in  its  own  way  was  just  as 
symbolic  of  the  success  of  the  democratic  revolution  as  black  slavery  was  symbolic  of 
its  failure.  Eventually,  these  two  had  to  come  to  grips  with  one  anotlier-a  sclioolhouse 
divided  against  itself  could  not  stand  . 

E.  THE  MAGNET  OF  INDUSTRIAL  URBANIZATION 

in  describing  the  transmutation  to  modernity  it  has  been  customary  for  social 
scientists  to  speak  of  the  industrial  revolution  as  the  heart  of  the  matter.  And  the 


318 


THE  FLORESCENCE  OF  MODERN  EDUCATION  IN  THE  WEST 


essence  of  the  industrial  revolution  has  usually  been  located  in  the  application  of 
machine  technology  to  the  mass  production  of  goods.  The  development  of  the  steam 
endne  in  the  1770s  was  a  key  element  in  the  process,  dwarfing  all  prewous  pov/er- 
driven  techniques  of  harnessing  wind  and  w^ater.  But  the  industrial  revolution  was  not 
a  simplistic  matter  of  increasingly  complex  technolog>%  tools,  and  power-driven 
machines.  While  the  technologioal  advances  W'^ere  historically  vastly  important,  the 
transformation  to  modernity  resulted  from  the  interaction  of  several  strands  of  social 
power.  We  have  already  mentioned  four  of  these:  the  development  of  the  powder  of  the 
nation-state,  the  power  of  Enlightenment  knowledge  (especially  scientific  and  practi¬ 
cal),  the  powder  of  religious  freedom,  and  the  pow^'er  of  the  democratic  populace. 

In  addition  to  these,  another  factor  was  involved:  the  fundamental  character  of 
urban  life  changed  as  the  preindustrial  city  became  the  industrial  city.  The  importance 
of  the  role  of  the  urban  v/ay  of  life  as  a  basic  element  in  the  rise  of  traditional 
cmlization  itself  has  been  traced  earlier  in  this  book.  Now,  it  should  come  as  no 
surprise  that  the  rise  of  modern  civilization  should  be  associated  with  the  rise  of  the 
modern  city.  Whether  industrialization  can  take  place  without  urbanization  is  a  nice 
theoretical  question  for  the  modernizing  nations  of  the  later  twentieth  century  to 
ponder,  but  the  historical  fact  is  that  in  the  first  modernization  experience  the  two 
went  along  indelibly  together.  I  have  therefore  chosen  to  treat  the  two  together  under 
the  Xtim  jndmtrial  urbanization.  The  matter  is  put  succinctly  by  Melvin  Kranzberg: 

From  the  very  beginnings  of  cmlization  the  hearth  and  home  had  been  the 
center  of  production  and  of  life.  The  Industrial  Revolution  had  transformed  ail 
of  society  by  taking  men  away  from  the  traditional  agricultural  pursuits  whicii 
had  formed  their  main  occupation  throughout  history  and  introducing  them  to 
novel  ways  of  working  and  living  in  factory  and  city.^^ 

Under  the  stimulus  of  trade,  commerce,  and  agricultural  reform,  urban  growth 
had  begun  to  accelerate  during  the  eigliteenth  century,  well  before  the  onset  of 
massive  teclinologicai  industrialization.  The  way  had  long  been  prepared  by  the 
world-wide  trade  that  Westerners  had  pursued  in  their  seaborne  search  for  markets 
from  the  sixteenth  century  onward.^^  The  industrial  revolution  came  to  a  head  in  the 
period  1750  to  1830,^^  dates  that  are  as  useful  as  any  in  identifying  what  I  have  called 
the  onset  of  industrial  urbanization.  It  is  the  period  in  which  the  textile  industiy  led 
the  way  to  industrialization  in  Britain,  and  it  is  the  period  in  which  the  industrial  city 
appeared  in  the  modernizing  nations  of  the  West,  especially  in  Britain,  France,  the 
United  States,  and  the  Low  Countries.  In  these  countries  the  industrial  cities  began  to 
dominate  the  rest  of  their  societies  in  w^ays  that  preindustrial  cities  had  never  before 
been  able  to  do,  except  perhaps  in  some  of  the  ancient  city-state  systems  and  in  a  few 

Mel’vin  Kranzberg  and  Carroll  \¥.  Pursell,  Jr.,  Technology  in  Western  Civilization;  the  Emergence 
of  Modern  Industrial  Sociepy  Earliest  Times  to  1900,  Oxford  University  Press,  New  York,  1967, 
voL  1 ,  p.  217. 

For  details  of  the  background  of  the  industrial  revolution,  1600-1750,  see  Ibid.,  Part  !L 
■^^See  Ibid.,  Pan  III.  For  a  particularly  valuable  short  survey,  see  Gideon  Sjoberg,  “The  Origin  and 
Evolution  of  CiiiesT  Scientific  American,  vol  213,  no.  3,  pp.  55-62,  September  1965. 
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of  tlie  traditional  centralized  bureaucratic  empires. In  tlie  typical  traditional  society, 
it  was  the  other  way  round,  the  countryside  dominated  the  cities. 

What  modernization  did  was  to  establish  the  hegemony  of  the  cities  and  enable 
the  urban  populace  (middle  classes  and  lower  classes)  to  overthrow  the  traditional 
political  system,  as  in  France,  or  to  forge  alliances  betw^een  the  urban  middle  classes 
md  the  rural  landed  classes,  as  in  England  and  in  Germany.  In  all  three  cases,  the  rural 
Dopulations  were  relatively  passive  politically,  until  urbanization  and  industrializatiopx 
were  well-advanced  through  the  efforts  of  the  urban  classes  and  their  allies  in  the 
countryside.  Tlie  one  exception  was  the  United  States.  “In  eighteenth  century 
America,  the  war  of  independence,  the  norms  of  equality  and  democracy,  the  rela¬ 
tively  liigli  levels  of  literacy  and  education,  and  the  relatively  widespread  distribution 
of  land  ownership  (outside  the  south)  combined  to  produce  extensive  agrarian  political 
participation  before  the  rise  of  the  city.”^^ 

The  point  is  that  the  pivotal  power  to  change  a  society  and  to  influence  all 
ascects  of  a  society  was  beginning  to  move  to  the  city:  . .  .  “the  transformation  of 
W'estern  nations  into  city-dominated  societies  is  an  inescapable  fact.”^^  “The  in¬ 
dustrial  city  . . .  formed  the  wave  of  the  most  thoroughgoing  social  revolution  w^e  have 
ever  known. 

Each  scholar  may  be  pardoned  for  seeing  in  his  subject  the  important  catalysts 
of  social  change  deserving  the  term  revolutionary.  So  now  vve  must  reckon  not  only 
with  the  democratic  revolution,  the  industrial  revolution,  and  the  scientific  revolution 
but  also  with  the  urban  revolution,  encapsulated  in  the  industrial  city.  Central  in  the 
rise  of  the  industrial  city  was  the  emergence  of  the  urban  middle  classes  to  positions  of 
political  as  well  as  economic  power. 

Not  only  did  the  industrial  and  urban  revolutions  embrace  the  change  from  hand 
labor  to  machine  production,  making  production  increasingly  specialized,  diiferen- 
liated,  mechanized,  and  interdependent,  but  two  other  factors  were  crucially  impor- 
tart.  One  was  what  might  be  called  technicalization,  the  increasingly  deliberate 
railonalizing  of  the  whole  process.  In  the  early  stages  of  the  Industrial  Revolution 
much  was  achieved  by  skillful  artisans  tinkering  with  machines  and  tools  to  produce 
the  inventions  that  enabled  the  textile  industry  to  mechanize.  But  by  1850  much  more 
deliberate  steps  were  being  taken  to  apply  science  and  scientific  experimentation  to 
ihe  processes  of  production.  An  increasing  number  of  specialists,  liiglily  trained  in 
science  and  the  application  of  science  to  technology,  became  necessary.  Advanced 
schools  of  technology  made  their  appearance  in  France,  Britain,  the  United  States, 
Germany,  and  elsewhere  as  signs  that  invention  would  be  done  less  by  tinkering 
meclianics  and  more  by  the  deliberate  experimentation  of  scientists,  engineers,  and 
technologists.  The  other  major  factor  was  the  development  of  social  organizations  that 


See  Samuel  P.  Huntington,  Political  Order  in  Changing  Societies,  Yale  University  Press,  New 
Haven,  Conn.,  1968,  pp.  72-77. 

p.  74.  Italics  added. 

^  Leonard  Reissman,  The  Urban  Process;  Cities  in  Industrial  Society,  Free  Press,  New  York,  1964, 

p.  15. 
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enabled  capital  to  be  accumulated  and  invested  in  large-scale  productive  as  well  as 
commercial  enterprises.  Stock  companies,  banks,  and  corporations  became  the  typical 
social  inventions  that  enabled  the  industrial  revolution  to  take  place. 

Accompanying  the  political  and  economic  growth  of  the  industrial  city  went  an 
increase  in  social  mobility  and  class  fluidity  unknown  in  the  more  rigidly  stratified 
agrarian  and  urban  societies  of  traditional  cMlizations.  Other  social  manifestations 
included  a  nuclear  family  arrangement  more  loosely  knit  than  the  traditional  familv 
units,  a  heightened  emphasis  upon  assignment  to  positions  on  the  basis  of  earned 
achievement  rather  than  social  ascription,  and  a  greater  stress  upon  an  intellectual  and 
managerial  elite  oriented  to  scientific  and  practical  knowledge  rather  than  solely  to  a 
literaiyu  humanistic,  or  wisdom  literature.  Above  all,  a  broadened  base  of  iiteracv  and 
the  institutions  of  mass  education  accompanied  the  industrial  urban  phenomenon. 
Significantly,  widespread  education  was  considered  to  be  as  essential  to  the  existence 
of  a  modern  industrial  urban  society  as  it  was  to  a  nationalized,  enlightened,  and 
democratic  society. 

in  defining  the  essence  of  the  industrial  city  as  contrasted  to  the  preindustrial 
city  Gideon  Sjoberg  has  this  to  say: 

Mass  education,  where  selection  tends  to  be  according  to  ability,  is 
interlinked  with  the  fluid  class  and  family  systems;  it  is  a  must  if  the  industrial 
city  is  to  prosper.  At  the  same  time  only  a  highly  industrialized  system  can 

educate  all  of  its  members - Not  only  has  the  availability  of  formal  education 

reached  monumental  proportions,  but  knowledge  is  becoming  ever  more  wideiy 
diffused  through  mass  communication  media. ^ 

Whether  literacy  and  mass  education  come  first,  and  industrial  urbanization 
follows,  or  whether  it  is  the  other  way  round  is  a  matter  of  considerable  dispute 
among  scholars.  Daniel  Lemer’s  famous  formula  for  the  modernization  process  has  it 
that  urbanization  leads  to  literacy,  literacy  to  mass  media  (as  soon  as  industrialization 
makes  them  possible),  and  the  mass  media  lead  to  greater  participation  in  political  and 
economic  affairs.  Lemer  argues: 

Only  after  a  country  reaches  10%  of  urbanization  [the  proportion  of 
persons  living  in  cities  over  50,000]  does  its  literacy  rate  begin  to  rise  signifi- 
cantiy.  Thereafter  urbanization  and  literacy  increase  together  in  a  direct  (mono- 
tonic)  relationship,  until  they  reach  25%,  which  appears  to  be  the  “critical 
optimum’'  of  urbanization.  Beyond  this  literacy  continues  to  rise  independently 
of  the  growth  of  cities.^^ 

Lemer 's  model  was  built  upon  contemporary  twentieth-century  data,  so  the 
question  remains  as  to  the  historical  sequence  of  development  where  the  data  are  vQty 

^^Gideon  SJobeig,  The  Preindustria!  City;  Past  and  Present,  Free  Press,  New  York,  1960.  p.  341. 
Italics  added. 

^^Daniei  Lemer,  The  Passing  of  Traditional  Society:  Modernizing  the  Middle  East,  Free  Press, 

Glencoe,  IIL,  1958,  p.  59. 
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difficult  to  come  by  and  much  research  remains  to  be  done.  Nevertheless,  the 
interrelationship  of  education  and  industrial  urbanization  seems  to  be  extremely 
significant.  C.  Arnold  Anderson  generalizes  from  a  number  of  historical  studies  that 
“about  40%  of  adult  literacy  or  of  primary  enrollment  [in  school]  is  a  threshold  for 
economic  development.”^^ 

In  any  case,  the  historical  advantage  of  the  West  in  the  modernization  process 
seems  to  have  stemmed  largely  from  the  educational  factor  as  well  as  from  the 
governmental,  the  scientific,  the  democratic,  the  secular,  and  the  technological..  It  can 
be  no  accident  that  the  most  advanced  countries  economically  are  also  the  ones  with 
the  highest  incidence  of  school  attendance  and  literacy. 

In  America  as  in  Western  Europe  urban  growth  in  the  eighteenth  and  nineteenth 
centuries  was  preparing  the  way  for  industrialization.  This  sometimes  com,es  as  a 
surprise,  for  the  United  States  is  often  pictured  as  a  society  facing  an  early  wilderness 
m  the  seventeenth  century,  expanding  to  vast  frontier  spaces  in  the  West  during  the 
eighteenth  .and  nineteenth  centuries,  and  o,niy  becoming  citifed  in  the  late  nineteenth 
Mid  twentieth  centuries.  Historical  scholarship  in  the  past  30  years,  however,  lias  done 
much  to  counteract  this  image  of  a  rural  agrarian  xAmerica  only  lately  urbanized.^ 
Tlie  importance  of  town  life  in  colonial  New  England  and  on  the  sea  coast  of  the 
middle  colonies  has  long  been  recognized,  but  the  transformation  of  towns  into  c,ities 
and  the  generative  role  in  social  change  they  have  played  in  the  prerevolutionary  as 
well  as  the  antebellum  period  in  American  history  has  only  recently  become  clear. 

Tlie  proportion  of  urban  dwellers  in  the  American  colonies  may  .have  been 
around  !0  percent  in  1690.  WTiile  this  seems  small  today,  nevertheless,  it  was  a  decis.ive 
factor  in  colonial  life  compared  with  a  wholly  rural  or  plantationlike  colony,  and  the 
crucial  role  of  the  urban  centers  in  American  society  began  to  accelerate  from  the 
i740s  to  the  end  of  the  eighteenth  century.  Then  the  proportion  of  people  living  in 
urban  centers  rose  dramatically  during  the  second  quarter  of  the  nineteenth  century. 
In  1820  7  percent  lived  in  urban  centers  (700,000  out  of  9  milion);  by  1860 
one-fifth  of  ail  Americans  (6  million  out  of  31  million)  lived  in  centers  of  2,500  or 
m.ore.  While  the  total  population  was  increasing  something  over  three  times  from  1820 
to  1860,  the  urban  population  was  increasing  sometlii.ng  over  nine  times.  This  was  the 
most  rapid  growth  rate  in  American  history.  Noteworthy,  too,  was  the  rapid  rise  in  the 
size  of  cities.  In  1820  the  United  States  boasted  twelve  cities  of  10,000  or  more;  by 
1860  there  were  101,  with  more  than  12  percent  of  the  entire  population  living  in 
tliem.  Eight  cities  contained  over  100,000,  and  more  than  6  percent  of  all  Anieric.ans 
lived  in  them.  New  York,  over  the  million  mark,  was  the  third  largest  city  in  the  world. 
All  tills  he/ora  1860. 

Important  too  was  the  cultural  and  educational  leadership  of  the  cities  on  the 
western  frontier  as  well  as  of  those  on  the  eastern  coast.  The  usual  image  is  that  the 
western  migrations  of  the  early  nineteenth  century  were  led  by  covered  wagons  loaded 
with  people  aiming  to  settle  on  farms  in  the  rural  regions  of  the  w^est,but  it  is  now  clear 

37 

C.  .4rr!old  Anderson  .a.nd  Maiy  Jean  Bowman  (eds.).  Education  and  Economic  Development, 
.41dme,  Caicago,  1963,  p.  347. 
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that  town  dw^eilers  w^ent  west  just  as  farmers  did.  In  fact,  the  towns  and  cities  of  the 
pre-Ci\ll  War  period  in  the  west  are  described  by  Richard  C.  Wade  as  ‘Ihe  spearheads 
of  the  frontier.”  The  inland  cities,  founded  on  rivers  and  lakes  and  at  convenient 
transportation  junctions,  developed  common  as  well  as  unique  urban  characteristics 
that  carried  the  urban  way  of  life  from  the  Atlantic  through  the  vast  American 
coritinent  to  the  Mississippi  and  beyond.  They  not  only  set  up  printing  presses, 
libraries,  theaters,  museums,  and  lecture  circuits,  but,  above  all,  they  established 
elementary  schools,  academies,  normal  schools,  colleges,  and  universities.  The  pro¬ 
liferation  of  American  institutions  of  higher  education  cannot  be  understood  without 
understanding  the  proliferation  of  towns  and  cities  throughout  rural  America. 

In  counteracting  the  famous  frontier  thesis  of  Frederick  Jackson  Turner  that  the 
expanding  frontier  gave  .America  its  dist,inctive  characteristics,  Charles  M.  Glaab  argues 
that  “American  expansion  was  largely  a  function  of  urban  expansion,  and  . . .  the 
civilization  which  pushed  the  edge  of  wilderness  always  toward  the  Pacific  drew  most 
of  its  imipuises  and  took  most  of  its  direction  from  cities.”^^ 

As  people  flocked  to  the  manufacturing  centers,  first  in  the  New  England  and 
Middle  states  and  then  in  the  Middle  West,  the  crowded  cities  belched  forth  desperate 
conditions  of  congestion,  filth,  squalor,  and  disease.  The  slum  areas  becam.e  a  startling 
threat  to  health,  sanitation,  morals,  and  human  dignity,  the  effects  of  which  are  still 
plain  in  the  decaying  core  areas  of  all  large  cities  today.  People  came  to  the  cities  not 
only  from  the  rural  areas  of  America  but  from  many  countries  of  Europe  and  Asia. 
Meanwliile,  the  labor  movement  in  America  arose,  as  elsewhere,  as  a  protest  and 
reaction  against  the  excesses  of  industrial  capitalism.  The  skilled  workers  began  to 
organize  into  trade  unions  or  craft  unions  in  order  to  improve  their  bargaining  power 
and  keep  wages  up.  In  1827  in  Philadelphia  fifteen  trade  unions  joined  together  lo 
form  the  Mechanics’  Un,ioii  of  Trade  Associations.  Meeting  with  preliminary  success, 
the  movement  soon  explanded,  and  a  political  party  was  organized  in  1828  called  the 
Workingmeri’s  Party,  designed  to  agitate  for  legislation  that  would  extend  the  rights  cf 
labor,  including  free  public  education  as  one  of  the  means  of  improving  the  condiiicn 
of  working  people. 

To  improve  the  social  conditions  of  the  masses  caught  in  the  clangor,  grime,  and 
crunch  of  industrial  urbanization,  innumerable  voluntary  societies  dedicated  them¬ 
selves  to  allewate  poverty,  abolish  Negro  slavery,  soften  criminal  codes,  improve  prison 
conditions,  extend  women’s  riglits,  prevent  intemperance,  and  help  the  insane,  the 
blind,  the  deaf,  and  other  handicapped.  Approaching  reform  in  a  variety  of  ways,  some 
groups  took  to  the  city  streets  to  achieve  a  more  humane  community  life  for  the 
downtrodden  and  disadvantaged  masses.  Others,  religious  and  socialist  communities 
al&e,  went  off  by  themselves  to  the  country  to  seek  the  perfect  life  apart  from  the 
destructive  influences  of  an  industrial  and  capitalistic  society.  In  all,  there  w^ere  dozens 
of  different  experiments  like  those  at  Oneida,  New  York,  New  Harmony,  Indiana,  or 
Brook  Farm  in  Massachusetts,  reflecting  the  ferment  of  reform  ideas  that  emerged  in 
reaction  to  the  sordidness  and  stifling  quality  of  industrial  urban  conditions. 

But  the  achievement  of  social  reform  in  the  face  of  massive  industrial  urbanism 

Criaries  M  Glaab  and  A.  Tiieodore  Brown,  A  History  of  Urban  America,  Macmillan,  New  Yoik, 
1967,  p.  51. 
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required  a  vastly  greater  organized  enterprise  than  could  be  put  forth  by  such  small 
and  isolated  community  projects.  The  major  role  in  voluntary  efforts  for  social  reform 
was  to  be  played  by  large-scale  religious  denominations  and  voluntary  secular  societies 
which  launched  nationwide  and  worldwide  campaigns  usually  combining  social  welfare 
and  education.  Even  these,  however,  could  not  do  the  job  alone.  Every  modern  nation 
had  to  turn  to  government  and  to  large-scale,  organized,  state-sponsored  education 
even  to  begin  to  cope  with  the  problems  loosed  upon  mankind  by  his  determination  to 
live  an  ever  more  industrialized  and  urbanized  way  of  life. 


F.  THE  FAITH  IN  POPULAR  EDUCATION 

We  come  now  to  a  sixth  major  ingredient  of  modernity-a  redeeming  faith  in  the 
power  of  massive  educational  endeavor.  One  might  even  go  so  far  as  to  say  that  this  is 
the  single  most  distinctive  characteristic  of  a  modern  civilization  in  contrast  to  a 
traditional  civilization  or  a  folk  society.  It  might  be  argued  that  universal  schooling 
was  even  more  distinctive  of  the  modernization  process  than  the  other  ingredients  just 
discussed:  After  all,  the  nation-state  had  parallels  in  the  great  bureaucratic  empires  of 
the  past;  the  Enlightenment  really  grew  out  of  the  Hellenic  belief  in  rationality  as  a 
way  of  life;  democracy  had  its  roots  back  in  the  Greek  city-states  and  the  Roman 
Republic;  industrial  urbanization  was  simply  a  more  intensified  growth  of  the  urban 
way  of  life  that  began  with  the  Sumerians,  the  Egyptians,  the  Indians,  and  the  Chinese. 
By  contrast,  it  might  be  argued,  elaborate  large-scale  systems  of  organized  education 
embracing  a  large  part  of  the  total  population  were  sometliing  genuinely  new  under 
the  sun,  something  that  no  premodern  societies  had  even  visualized,  let  alone  tried  to 
establish.  But  I  shall  not  try  to  argue  the  case  here. 

Cnaract eristics  of  Modernity  in  Education 

It  is  enough  to  argue  that  organized  education  was  one  of  the  essential  elements  in  the 
process  that  characterized  the  appearance  of  modernity  in  the  heartland  of  Western 
civilization.  It  was  finely  interwoven  with  the  other  strands  we  have  just  considered, 
and  it  was  an  indispensable  part  of  the  modernizing  means  by  which  the  West  exerted 
its  impact  upon  the  rest  of  the  world,  a  matter  w^e  shall  turn  to  in  Chapters  14  and  15. 
Meanwhile,  we  need  to  examine  as  closely  as  possible  how  education  was  involved  in 
the  development  of  the  early  modernizing  Western  societies,  how  it  was  affected  by  the 
other  major  factors  in  modernity,  and  how  it  in  turn  made  them  possible  or  gave  them 
added  impetus.  As  a  preview  and  a  kind  of  checklist  for  the  reader,  I  shall  point  briefly 
to  five  major  characteristics  that  have  distinguished  modern  education  from  traditional 
education  since  the  beginning  of  the  eighteenth  century.  I  make  no  claim  that  the  list 
defines  a  model  or  typology  by  wliich  to  measure  the  extent  of  modernity  or  of 
traditionality  in  an  educational  system,  but  it  may  serve  as  a  beginning  guide  for  tliose 
who  may  be  inclined  to  do  so. 

large-scale  Participation.  The  first  and  most  obvious  characteristic  of  modern  educa¬ 
tion  is  that  there  is  a  great  deal  of  it.  The  modernizing  trend  for  300  years  has  been  to 
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provide  more  education  for  more  people.  To  achieve  this,  large-scale  educational 
systems  have  been  organized,  especially  on  a  national  basis  and  especially  by  govern¬ 
ments  railier  than  solely  by  voluntary  or  private  effort.  Some  governmental  efforts 
have  been  liigMy  centralized,  others  a  combination  of  local  and  central  effort.  But  the 
trend  has  been  unmistakeable:  from  education  for  the  relatively  few  to  education  for 
the  relatively  many-and  at  all  levels  of  the  organized  educational  system.  The  most 
modern  systems  have  come  close  to  universal  education  for  nearly  every  child  at  the 
primary  school  level,  to  widespread  education  at  the  secondary  level  (as  high  as  70  to 
90  percent  of  the  age  group),  and  to  expanding  availability  at  postsecondary  levels  (as 
liigli  as  30  to  50  percent). 

The  trend  toward  popular  education  has  involved  ma,king  it  increasingly  free  of 
charge  by  means  of  public  support  and  compulsory  in  attendance  through  the  primary 
grades  and  even  through  secondary  school.  Whether  the  society  has  been  democratic  or 
monarchical  or  socialist,  equalitarian  or  authoritarian,  the  trend  to  modern  education 
lias  involved  greater  participation  by  larger  numbers  and  for  a  longer  period  of  time 
tlian  in  traditional  societies.  The  latter  have  usually  held  the  opportunity  for  formal  or 
organized  education  fairly  close  to  the  ruling  classes  or  intellectua!  elite.  Modern 
education  makes  some  proiision  for  education  of  all  classes  and  strata  in  a  society, 
whether  the  levels  are  defined  by  wealth,  status,  race,  occupation,  or  whatever. 

A  basic  counterpart  to  the  popularization  of  education  on  a  massive  scale  has 
been  the  emergence  of  Mglily  organized,  large-scale,  and  coordinated  systems  of 
education.  As  education  has  become  modernized  it  has  necessarily  been  bureau¬ 
cratized.  By  and  large,  the  trend  has  been  toward  greater  centralization  of  the 
educational  organization,  as  it  lias  been  in  most  other  types  of  modern  organization, 
and  this  has  meant  an  increasing  tendency  for  government  to  become  the  major  source 
of  control  and  support  in  place  of  family,  or  church,  or  class,  or  voluntary  agency. 
xAnd,  furthermore,  the  nation-state  has  tended  to  become  the  ever  more  powerful 
agency  of  government  in  its  relationsliip  to  local  or  regional  units  of  government. 

Modem  educational  systems  have  varied  in  two  major  ways.  One  axis  of 
difference  is  the  degree  to  which  the  system  is  disjointed  or  integrated;  the  other  is  the 
degree  to  wMcli  it  is  authoritarian  or  libertarian.  A  disjunctive  system  is  likely  to 
di\ide  into  two  or  three  disconnected  tracks,  designed  for  different  groups  in  the 
population.  There  may  be  separate  schools  for  different  racial,  religious,  ethnic,  or 
linguistic  groups,  or  for  different  social  or  occupational  classes,  or  for  different  levels 
of  intelligence  and  academic  ability.  A  disjunctive  system  typically  makes  it  difficult 
for  a  person  to  cross  from  one  track  to  another.  An  integrative  system  tries  to  weld 
together  into  an  organized  whole  the  disparate  groups  in  the  society  by  maintaining 
common  schools  open  widely  to  all,  or  at  least  making  it  relatively  easy  to  move  from 
one  track  to  another,  providing  in  effect  a  ladder  which  ail  may  climb  on  the  basis  of 
their  achievement  rather  than  on  the  basis  of  personal,  family,  or  social  preferment. 

Some  modern  systems  have  differed  on  another  basis.  Some  have  maintained  an 
authoritacan  system  wiiicli  has  assigned  students  to  schools  on  the  basis  of  decisions 
lake.n  by  cenirai  governmental  or  academic  authorities;  others  have  permitted  con¬ 
siderably  more  subsystem  autonomy  for  local  governmental  groups  or  local  educa¬ 
tional  institutions  to  make  decisions;  or  for  individual  students,  families,  and  voluntary 
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groups  to  follow  their  own  choices  regarding  their  educational  preferences  and  careers. 
Although  generalizations  are  precarious,  the  modern  ideal  has  often  looked  to  an 
educational  system  that  is  basically  integrative  as  well  as  libertarian:  while  the  tradi- 
rional  system  has  leaned  toward  the  disjunctive  and  the  authoritarian. 

Secular  and  Scientific.  Another  characteristic  marking  the  transition  from  traditional 
to  modern  education  has  been  the  trend  from,  the  sacral  to  the  secular,  from  the 
humanistic  and  classical  to  the  scientific.  This  secularizing  tendency  has  taken  two 
major  forms.  One  has  been  the  gradual  laicizing  of  control,  as  the  principal  bodies  that 
authorize  and  support  modern  education  have  sliifted  from  the  hands  of  church, 
voluntary,  and  private  bodies  to  governmental  authorities.  To  be  sure,  while  church 
and  state  were  allies,  the  education  they  sponsored  was  both  governmentally  con¬ 
trolled  and  religiously  permeated.  But  the  overall  trend  has  been  toward  separation  of 
the  churches  from  the  states  with  the  balance  of  educational  power  moving  to  the 
states,  even  where  religious  bodies  remained  in  local  charge  of  schools. 

The  other  major  secularizing  trend  pertains  to  the  content  of  subjects  and 
metiiods  of  teaching  in  organized  educational  institutions:  the  curriculum  has  increas¬ 
ingly  made  way  for  scientific  materials  based  upon  rational,  logical,  and  experimental 
methods  of  inquiry  rather  than  upon  the  fideistic  authority  of  revealed  religious  faith 
or  classical  wisdom  literature.^  The  term  scientific,  of  course,  refers  not  only  to  the 
subject  matter  of  the  physical  and  biological  sciences  but  also  to  the  social  and 
psychological  sciences;  it  has  modified  the  literary,  linguistic,  artistic,  and  humanistic 
studies  as  well. 

Fractical  and  Professional  As  education  has  become  more  available  and  more  secular 
it  lias  become  increasingly  technical  and  practical,  i.e.,  the  effort  has  been  made  to 
concentrate  on  the  application  of  knowledge  to  the  physical,  economic,  and  social 
conditions  of  life.  This  has  most  often  taken  the  form  of  subjects  and  institutions  that 
stress  direct  preparation  for  occupational  work.  It  has  ranged  from  the  most  intensive 
and  highly  intellectual  academic  training  for  a  career  in  the  learned  professions  to  very 
specialized  and  narrow  training  for  specific  crafts  and  trades  that  depend  largely  on 
mechanical  skills.  A  modern  system  of  education  in  contrast  to  a  traditional  education 
has  embraced  preparation  for  a  wider  and  wider  range  of  occupational  tasks,  until  the 
formal  educational  system  offers  vocational  training  for  virtually  all  skills  required  in 
the  society,  whether  this  is  done  in  complex,  comprehensive  educational  institutions 
or  in  narrowly  specialized  ones. 

Much  argument  has  been  spilled  over  the  steady  encroachment  of  crass  practical 
and  vocational  motives  upon  the  sanctum  of  academic  learning.  This  has  been  a  steady 
drumbeat  of  debate  ever  since  the  quarrels  between  the  Ancients  and  the  Modems  of 
the  seventeenth  century.  But  the  fact  is  that  modem  education  has  come  to  embrace 
much  of  the  technical  and  vocational  training  that  in  a  traditional  system  was  relegated 
to  apprenticeship  systems.  Part  of  this  development  is  due  to  the  social  demands 
arising  from  the  increasingly  complex  character  of  modem,  large-scale  industrial 

‘^Recall  that  Elder  defines  modernity  as  corresponding  to  secular  education.  (See  p.  298) 
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societv;  part  is  due  to  the  recognition  of  the  usefulness  to  society  of  knowledge  that  is 
organized  for  praciical  purposes.  Wnen  the  Enliglitenment  faith  in  the  power  of 
knowledge  was  added  to  the  cynanhsm  of  industrial  urbanism,  the  practical  and 
nrofessional  mcmentum  of  modem  education  could  not  be  resisted. 

When  educational  institutions,  especially  universities,  deliberately  set  out  to 
produce  knowledge  through  research  enterprises  a  new  dynamism  was  added  to 
modernity.  The  research-minded  characteristic  became  so  strong  after  mid-nineteenth 
century  that  it  could  well  be  counted  a  sixth  aspect  of  modern  education.  The 
expectation  was  that  sooner  or  later  the  knowledge  would  be  of  practical  value.  If 
sooner,  it  was  thought  of  as  “applied’'  research,  or  policy  research,  growing  out  of 
specific  problems  to  be  solved;  if  later,  it  was  “pure’'  research  stemming  from  the 
intellectual  interests  of  the  researcher.  The  conflict  between  pure  and  applied  research 
has  touched  nearly  ail  aspects  of  modern  higher  education.  In  both  cases  the  stress 
upon  the  value  of  research  in  producing  new  knowledge  has  been  a  modernizing  force 
in  contrast  to  the  traditional  priority  upon  the  transmission  of  received  knowledge. 
Tlie  “new”  knowledge  may  be  required  by  political  modernization,  by  economic 
modernization,  or  by  religious  modernization  as  well  as  by  the  requirements  of 
national  or  personal  development.  WTiatever  the  rationale,  the  argument  of  usefulness 
for  society  and  for  the  individual  has  been  a  potent  force  in  modem  education. 

Differentiated  and  Diversified.  As  with  almost  all  other  institutions  in  a  modern 
society,  educational  institutions  have  become  increasingly  organized  along  specialized 
and  differentiated  lines.  Education  has  become  a  department  or  a  ministry  in  national 
governments:  large  bureaucracies  to  administer  national,  state,  and  local  systems  of 
education  have  been  created;  specialized  administrators,  inspectors,  super\1sors,  and 
innumerable  specialist  officials  as  well  as  specialist  teachers  have  appeared  on  the  scene 
to  manage  and  conduct  an  enormously  complex  institution  to  w^hich  many  nations 
assip  a  major  part  of  their  annual  budgets.  In  some  developing  countries,  education 
has  become  the  largest  industry;  in  some  advanced  countries,  as  many  as  one  fourth  to 
one  third  of  all  the  individuals  are  involved  directly  as  educators  or  as  students. 

'Tlie  educational  profession  has  thus  become  one  of  the  largest  occupational 
groups  in  a  modem  society  which,  characteristically,  begins  to  stress  the  service 
occupations  along  with  the  productive.  Training  for  the  educational  profession  has 
thus  become  increasingly  specialized  and  differentiated,  specifically  focusing  upon 
training  for  education  as  a  career  rather  than  simply  assuming  that  teaching  will  be  an 
incidental  by-product  of  a  generalized  humanistic  education.  A  modern  system  of 
education  thus  tends  to  increase  the  length  and  raise  the  academic  level  of  training 
required  of  teachers  and  qualified  professionals,  just  as  modem  societies  have  in 
general  increased  the  educational  qualifications  for  a  vast  number  of  specialized 
occupations. 

As  modern  educational  institutions  took  on  more  and  more  of  the  specific 
functions  that  were  performed  by  family,  church,  or  occupational  guild  in  a  traditional 
society,  they  refected  the  general  trend  toward  functional  specificity  and  structural 
differentiation  that  characterizes  all  modem  institutions.  Some  modem  educational 
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systems  reflected  this  trend  by  establishing  specialized  selective  institutions  to  serve 
ilie  society’s  differentiated  functions:  academic  institutions  for  university  preparation 
of  the  socially  or  intellectually  elite;  vocational  and  technical  institutions  for  the 
skilled  trades;  teacher-training  institutions  for  preparing  primary  school  teachers;  and 
specialized  faculties  for  different  technical  and  professional  careers. 

Other  educational  systems  began  to  provide  comprehensive,  multipurpose  in¬ 
stitutions  designed  to  embrace  many  social  functions  vvitliin  a  single  framework:  a 
primary'  school  for  all  children,  a  comprehensive  secondary  school  that  includes 
academic  as  well  as  technical  studies,  multiuniversities  that  range  across  nearly  all  the 
occupational  categories  of  a  complex  modern  society.  Educators  and  politicians  and 
public  alike  have  continued  to  debate  which  type  of  institution  provides  the  better 
occupational  training,  equality  of  opportunity,  range  of  individual  choice,  and  con- 
iribuiion  to  national  development. 


Ambivalence  Behveen  Achievement-oriented  and  Learner-oriented  Pedagogy.  Under¬ 
lying  modern  systems  of  education  is  the  faith  that  massive  educational  endeavor 
Involving  the  vast  majority  of  people  is  the  best  insurance  that  both  society  and  the 
individual  will  be  able  to  acliieve  their  respective  purpose.  Obviously,  different  soci¬ 
eties  have  different  goals;  a,  particular  society  may  have  conflicting  goals  within  itself; 
and  those  who  run  the  educational  system  may  have  different  purposes  from  those 
who  support  the  system  and  those  who  are  expected  to  learn  from  it.  But,  by  and 
large,  modern  systems  of  education  typically  have  an  achievement  orientation  differ¬ 
ent  from  that  of  a  traditional  system,  which  only  had  to  deal  with  an  elite  few. 
Advocates  of  a  modern  system  believe  that  mass  education  can  have  a  formative 
influence  upon  the  kind  of  society  they  want  to  achieve  as  well  as  enable  the  learner  to 
become  the  kind  of  person  he  wants  to  be.  How  to  arrive  at  a  balance  between 
achievement-oriented  pedagogy  and  learner-oriented  pedagog}''  in  a  mass  system  creates 
continuing  tensions  for  modern  education. 

On  the  side  of  society,  the  modern  educational  system  is  expected  to  mobilize 
the  populace  to  promote  the  national  welfare,  or  assist  economic  development,  or 
contribute  to  political  socialization  and  recruitment,  or  strengthen  the  power  of  the 
nation  to  resist  its  enemies  and  support  its  friends,  or  generally  to  contribute  to  the 
stability  and  security  of  the  society  as  well  as  to  the  health,  welfare,  and  development 
of  individuals  in  the  society.  Thus,  all  sectors  of  the  society  are  expected  to  put  forth 
the  effort  to  learn,  to  acquire  the  competences  that  will  enable  them  to  contribute  in 
expected  ways. 

Indeed,  achievement  is  to  be  evaluated  or  examined  on  the  basis  of  what  has 
been  learned,  and  public  recognition  is  to  be  made  by  the  assigning  of  appropriate 
credentials  in  the  form  of  marks  or  grades  or  diplomas  or  degrees.  Classification  within 
the  lower  institutions  and  admission  to  higher  institutions  are  made  on  the  basis  of 
some  kind  of  assessment  of  achievement.  Thus,  a  major  function  of  a  modern 
educational  system  is  that  of  certification,  i.e.,  public  acknowledgment  that  certain 
individuals  have  acquired  the  standards  of  competence  required  for  particular  tasks  in 
the  society.  Certification  may  range  all  the  way  from  an  assessment  of  minimal  literacy 
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in  the  first  years  of  schooling  to  professional  assessment  of  medical,  legal,  or  scientific 
competence  at  the  doctoral  and  professional  leveL 

On  the  side  of  the  siodent.  his  percepiioii  of  what  is  important  to  achieve  is 
often  quite  different  front  that  which  is  expected  of  him.  The  task  of  a  modern 
education  has  been  made  infinitely  more  difficult  because  of  the  factor  of  mass 
compulsory  education  in  which  the  achievement  aspirations  of  students  and  teachers 
cannot  automatically  be  expected  to  coincide.  Many  students  or  their  parents  see  the 
educational  enterprise  as  its  managers  do,  a  means  for  their  social  integration,  upward 
social  mobility  and  persona!  irnpiovement.  or  fmanciai  gain.  Assessment  on  the  basis 
of  competence  rather  than  social  class  or  inherited  ascribed  status  becomes  a  means  of 
opening  up  for  them  formerly  dosed  occupations  that  had  been  reserved  for  a 
particular  pririleged  elite. 

The  problem  still  remains  of  creating  an  educational  experience  deemed  valid 
and  valuable  by  all  those  who  are  required  to  attend  universal  schools  or  who  are  able 
to  attend  advanced  institutions  in  increasing  numbers.  The  modern  educational  profes¬ 
sion  has  been  pushed  to  the  limit  of  its  ingenuity  to  adapt  educational  methods  and 
cinricuiuin  to  the  wide  range  of  interests  and  capabilities  of  all  students  so  that  they 
can  best  MM  themselves  as  individuals  and  as  participants  in  their  society. 

No  traditional  society  has  ever  had  to  grapple  with  this  ambivalence  between 
achievement-oriented  and  learner-oriented  pedagogy  on  the  scale  and  intensity  that 
modern  societies  have  had  to  do.  The  educators  of  traditional  societies  were  able  to 
select  a  clientele  best  fitted  to  the  kind  of  education  they  offered,  or  weed  out  those 
not  interested  in  or  incapable  of  mastering  the  required  education,  or  simply  to  ignore 
the  extent  to  wMch  the  student  learned  anything.  In  the  latter  case  it  was  enough  if 
the  ‘highf  ’  student  was  exposed,  even  though  he  did  not  catch  on.  To  be  sure,  modem 
educators  do  all  these  things  too,  but  it  is  much  harder  to  surmount  educational 
dissatisfaction  when  virtually  everyone  in  a  society  has  become  involved  in  education 
in  one  way  or  another.  Each  of  the  Western  nations  has  found  this  out  in  its  own  way. 
some  sooner,  some  later;  and  the  new  nations  are  beginning  to  experience  the  problem. 
In  every  modernizing  society  there  has  been  an  ambivalence,  a  powerful  drive  on  both 
fronts,  a  drive  to  make  the  educational  system  serve  the  goals  of  achievement  as  set  by 
its  managers  and  a  drive  to  enable  education  to  serve  the  goals  of  the  learners  as  seen 
by  them. 


G.  THE  EDUCATIONAL  GAP  BETWEEN  THE  WEST  AND  THE  REST 

The  period  from  1700  to  1850  not  only  marked  the  rise  of  modern  education  along 
these  six  lines  in  the  West,  it  marked  the  period  when  the  leadership  of  education  in 
the  modemizatioii  process  gradually  broadened  from  the  European  nations  to  include 
the  United  States  in  the  heartland  of  the  West.  (See  Figure  14.1  p.  478)  Through  the 
eighteenth  centuiyy  major  creative  movements  in  educational  theory  and  practice  were 
arising  in  Britain,  France,  Germany,  and  Switzerland;  but  by  the  middle  of  the 
nineteenth  century,  some  of  the  distinctive  characteristics  of  modern  education  were 
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originating  with  more  and  more  power  in  the  United  States.  From  the  mid-nineteenth 
to  the  mid-twentieth  century  the  United  States  not  only  overtook  Europe  in  economic 
development  but  began  to  set  the  pace  in  some  aspects  of  educational  modernization 
as  well,  notably  in  the  spread  of  popular  education  and  the  turn  to  the  secular  and  the 
practical. 

However  this  may  be,  by  the  middle  of  the  nineteenth  century  the  overall 
framework  of  modern  education  in  the  West  makes  a  striking  contrast  to  traditional 
educational  patterns  that  changed  little  in  some  parts  of  Europe  and  outside  the  West. 
The  general  tendency  was  for  the  W^estern  nations  to  borrow  heavily  from  each  other 
as  each  saw  ways  in  which  its  own  modernization  might  be  hastened  and  strengthened. 

In  turn,  each  began  to  export  its  own  brand  of  education  to  major  sectors  of  Africa 
and  Asia. 

In  general,  the  fifty-year  period  from  around  1870  to  World  War  I  is  widely 
agreed  to  be  the  climax  of  the  modern  period  in  the  civilization  of  Europe,  a  time 
when  its  influence  was  greatest  upon  the  rest  of  the  world  and  when  its  confidence  in 
itself  was  higliest.  It  had  achieved  extraordinary  industrial  development  through  the 
use  of  science  and  rational  forms  of  social  organization,  high  standards  of  living  and 
material  progress,  lowered  death  rates  and  infant  mortality,  and  increasing  literacy ,  life 
expectancy,  and  productivity.  On  most  of  the  basic  characteristics  of  modernity 
defined  earlier  in  this  chapter  the  European  countries  were  making  high  marks;  the 
mobilizing  power  of  the  nation-state  was  exceeding  anything  hitherto  seen  as  a  result 
of  centralizing  political  authority  into  a  single  polity  and  diiierentiating  political 
structure  according  to  political  functions the  faith  in  the  power  ot  knowledge 
generated  by  the  lamp  of  the  Enlightenment  continued  apace,  still  burning  despite  the 
sioom  of  W^orld  War  I  and  its  waves  of  pessimism;  the  torch  of  the  democratic 
revolution  had  been  dimmed  by  successive  setbacks  or  resistance,  but  on  the  whole, 
representative  governments  were  on  the  increase;  participation  by  greater  numbers  of 
individuals  and  social  groups  was  increasing  in  most  societies;  and  the  magnet  of 
industrial  urbanization  had  taken  on  new  electronic  powers.  Wdiile  religious  brother¬ 
hood  had  not  finally  won  the  day,  the  reaches  of  religious  freedom  and  safeguards  for 
religious  pluralism  were  greater  than  in  1850.  And  solid  gains  were  being  made  in 
extending  education  to  more  and  more  people,  even  if  not  everywhere  on  an  egalitar¬ 
ian  basis. 

Measured  in  both  political  and  economic  terms  the  nations  of  the  West  acquired 
an  enormous  advantage  over  the  traditional  societies  of  the  world  by  the  end  of  World 
War  I.  In  C.  E.  Black’s  terms  they  were  moving  to  economic  and  social  transformation 
following  1850  while  many  other  peoples  were  still  trying  to  consolidate  their 
modernizing  leaderships  for  effective  political  action Political  modernity  may  be 
defined  as  more  effective  political  mobilization,  wider  participation,  cultural  seculari¬ 
zation,  or  political  institutionalization,  i.e.,  the  use  of  rational  and  secular  procedures 

Samuel  P.  Huntington,  “Political  Modernization:  America  vs.  Europe,"  World  Politics,  vol.  18,  p. 
378  ff,  Apri  1966.  "" 

E.  Black,  Tlie  Dynamics  of  Modernization;  a  Study  in  Comparative  History,  Harper  &  Row, 
New  York,  1966,  p.  76. 


330 


THE  FLORESCENCE  OF  MODERN  EDUCA  HON  IN  THE  WEST 


for  making  political  decisions  and  administering  society  through  efficient  managerial 
organizations."^^  In  whatever  technical  terms  the  political  scientists  may  use,  the 
Western  governments  were  mobilizing  their  organizations  and  their  technological 
competence  to  enhance  manyfold  the  social  power  they  had  begun  to  develop  in  the 
seventeenth,  eighteenth,  and  early  nineteenth  centuries. 

In  economic  terms  the  industrialization  that  had  originated  with  Britain  in  the 
late  eighteenth  century  took  on  momentous  changes  after  1870.  Britain  had  acquired 
enormous  initial  advantages  from  the  harnessing  of  coal  and  iron  to  the  production  of 
steam  power  by  means  of  an  extraordinary  flowering  of  technological  inventiveness 
and  capitalist  entrepreneurship.  But  Britain  began  to  rest  on  its  laurels  after  the  first 
half  of  the  nineteenth  century,  and  the  Germans,  followed  by  the  Americans,  moved 
deliberately  to  apply  scientific  research  and  theoretical  investigations  to  the  field  of 
technology  and  to  the  management  of  such  social  organizations  as  banks,  corporations, 
and  specialized  bureaucracies.  Thus  industrialization  was  promoted  both  by  efficient 
management  and  by  research  in  electricity,  chemistry,  and  other  fields  of  scientific 
knowledge. 

A  linkage  betw^een  education,  technology,  and  industry  proved  to  be  the  keys 
which  enabled  Germany  and  the  United  States  to  move  more  rapidly  to  overtake  the 
original  lead  that  Britain  and  France  had  taken  in  the  industrial  revolution.  Specialized 
education  ranging  from  lower  trade  schools  through  secondary  level  technical  schools 
on  to  the  universities  and  higher  technological  schools  proved  to  be  important 
catalysts  in  the  process.  Thus  the  nations  of  the  West  were  the  first  to  move  into  a 
stage  of  technological  maturity  early  in  the  twentieth  century  and  into  a  stage  of  high 
mass-consumption  by  mid-centuiyq  closely  followed  by  Russia  and  Japan,  while  most 
of  the  rest  of  the  world  was  still  in  the  traditional  stages  of  a  subsistence  economy  or 
preparing  for  a  stage  of  economic  takeoff."^ 

By  1950  some  60  percent  of  the  world’s  population  was  still  engaged  in 
agriculture,  but  in  the  early-industrializing  societies  of  the  West  it  had  dropped  to  20 
or  10  percent  (as  low  as  5  percent  in  England).  Even  the  character  of  urban  life 
changed  drastically  when  a  distinctively  new  kind  of  urban  settlement  appeared,  the 
modern  metropolis  which  Hans  Blumenfeld  defines  as  a  “concentration  of  at  least 
500,000  people  living  within  an  area  in  which  the  traveling  time  from  the  outskirts  to 
the  center  is  no  more  than  40  minutes.”"^^  The  two  types  of  settlement  that  had 
marked  civilization  for  5,000  years,  the  village  and  the  city  (preindustrial  and  in¬ 
dustrial),  were  now  joined  for  the  first  time  by  a  third  form  of  settlement.  It  was  a 
huge  composite  built  upon  an  extreme  form  of  specialized  division  of  labor,  coopera¬ 
tion  of  workers,  and  interconnections  between  central  city,  business  and  manufactur- 

"^^See,  for  example,  Gabriel  A.  Almond  and  James  S.  Coleman  (eds.).  The  Politics  of  the 
Developing  Areas,  Princeton  University  Press,  Princeton,  N.J.,  1960;  Gabriel  A.  .Almond  and  G. 
Bingham  Power,  Jr.,  Comparative  Politics;  a  Developmental  Approach,  Little,  Brown,  Boston, 
1966;  and  Samuel  P.  Huntington,  Po/iYicj/  Order  in  Changing  Societies,  Yale  University  Press,  New 
Haven,  Conn.,  1968. 

W.  Rostow,  The  Stages  of  Economic  Growth,  Cambridge  University  Press,  London,  i960, 
chap.  2. 

Hans  Blumenfeld,  ‘■‘The  Modern  MttiopollsN  Scientific  American,  voi.  213,  p.  64,  September 
1965. 
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in?  areas,  urban  and  suburban  residence  areas,  and  open  districts.  The  metropolis  now 
encompassed  as  much  as  10  times  the  population  and  100  times  the  area  of  the  largest 
industrial  cities.  This  basically  new  form  of  human  settlement  was  made  possible 
toward  the  end  of  the  nineteenth  century  and  increasingly  in  the  early  twentieth 
century  by  the  invention  of  the  telephone,  elevator,  street  cars,  subways,  and  auto¬ 
mobile.  The  modern  metropolis  made  its  first  appearance  in  the  West  but  in  the  course 
of  the  twentieth  century  began  to  appear  in  all  parts  of  the  world  as  the  modernization 
process  took  hold  in  the  economic  and  social  realm  as  well  as  in  the  political. 

In  all  this  advance  toward  modernization,  however,  there  were  not  only  vast 
disparities  between  the  West  and  the  rest  of  the  world,  plainly  evident  by  the  end  of 
the  nineteenth  century,  there  were  also  great  differences  in  development  among 
different  zones  of  civilization  within  Europe  itself."^^  After  1870  the  inner  zone  of 
Western  Europe  was  generally  more  developed  industrially,  scientifically,  technologi- 
callyu  and  educationally  than  the  outer  zone.  In  sum,  it  was  more  modern  than  the 
societies  of  the  Iberian  peninsula,  southern  Italy,  Ireland,  and  Eastern  Europe  in 
general.  These  regions  were  less  industrial,  more  exclusively  agricultural,  less  literate, 
and  by  and  large  looked  to  Western  Europe  for  educational  and  cultural  leadership. 
These  were  the  regions  whose  modernization  depended  in  large  part  upon  adopting  the 
technology,  ideas,  and  educational  patterns  of  the  more  rapidly  developing  parts  of  the 
West.  As  far  as  modernization  is  concerned,  most  of  Latin  America,  the  South  of  the 
United  States,  and  the  eastern  regions  of  Russia  were  similar  in  their  “backwardness” 
to  the  outer  zone  of  Europe. 

As  Russia  borrowed  from  the  primary  modernizers  and  then  exerted  the  enor¬ 
mous  driving  power  of  the  revolutionary  movements  of  1905  to  1906  and  of  1917,  the 
Soviet  Union  began  to  modernize  itself  with  unprecedented  speed  eventually  exerting 
tremendous  modernizing  influence  over  much  of  Eastern  Europe  and  the  mainland  of 
Asia  in  the  fifty  years  after  1917.  Thus  Russia  overtook  much  of  the  West  in  the 
twentieth  century  as  the  United  States  had  in  the  late  nineteenth.  These  two  were 
joined  by  a  third  modernizer,  Japan,  which  beginning  in  the  late  ninteteenth  century 
borrowed  with  great  speed  and  effectiveness  the  panoply  of  modernization  from  the 
generative  modernizers.  Within  a  half  century  Japan  had  so  mobilized  its  technological 
and  social  energy  that  it  moved  ahead  to  join  the  most  modern  nations  of  the  West  by 
the  i950s. 

The  disparities  referred  to  here  could  be  substantiated  by  any  number  of 
economic  or  social  indices,  but  none  is  more  important  than  education  itself,  revealing 
a  telling  relationship  between  the  extent  of  education  and  stage  of  political,  economic, 
and  social  development.  A  useful  list  was  provided  in  the  early  1960s  by  the 
economists  Frederick  Harbison  and  Charles  A.  Myers  when  they  developed  a  com¬ 
posite  index  by  which  to  rank  seventy-five  countries  according  to  the  level  of  their 
human  resource  development.^^ 

The  composite  index  which  Harbison  and  Myers  decided  to  use  to  measure 

^^For  discussion  of  this  concept  see  R.  R.  Palmer  and  Joel  Colton,  A  History  of  the  Modern 
World,  3d  ed.,  Knopf,  New  York,  1969,  pp-  557-559. 

"^'Frederick  Harbson  and  Charles  A.  Myers,  Education,  Manpower,  and  Economic  Growth; 
Sirateges  of  Human  Resource  Development,  McGraw-Hill,  New  York,  1964. 
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modernization  and  which  correlates  highly  with  economic  development  is  basically  an 
educational  index.  It  consists  of  the  arithmetic  total  of  (a)  enrollment  at  the  level  of 
secondary  education  taken  as  a  percentage  of  the  age  group,  15  to  19,  and  (b) 
enrollment  at  the  level  of  higher  education  as  a  percentage  of  the  age  group,  20  to  24 
(multiplied  by  a  weight  of  5  because  of  the  greater  importance  of  higher  education  in 
modernization."^'^  The  seventy-five  nations  were  then  divided  into  four  levels  and 
labelled  as  showm  in  Exhibit  9.1 :  underdeveloped,  partially  developed,  semiadvanced, 
and  advanced.  For  our  purposes,  the  rankings  provide  a  rough  measure  of  the  level  of 
modernization  in  the  educational  systems  of  the  seventy-five  countries,  ranging  from 
least  modern  to  most  modern. 

It  can  readily  be  seen  that  the  most  advanced  level  (IV)  is  made  up  in  large  pan 
of  the  countries  of  the  West  that  were  earliest  or  most  active  in  their  modernizing 
efforts.  Here  are  the  primary  modernizers,  located  largely  in  the  inner  zone  of  Western 
Europe,  and  the  European  offshoots  of  that  zone,  the  United  States,  New  Zealand, 
Australia,  Canada,  and  Russia.  The  outer  zone  countries  of  Europe  are  all  in  the 
semiadvanced  level  (III).  The  Latin  American  countries  are  divided  between  semi¬ 
advanced  and  partially  developed  (level  II);  most  Asian  countries  are  classified  as 
partially  developed  (level  II);  and  most  of  the  new  African  states  are  classified  as 
underdeveloped  (level  I). 

Thus  our  disparities  have  a  fundamentally  educational  base :  Europe’s  education 
by  and  large  is  more  extensive  than  that  of  the  rest  of  the  world  as  of  mid-twentieth 
century;  and  Western  Europe’s  education  is  more  extensive  than  that  of  Eastern  and 
Southern  Europe.  Much  of  this  advantage  arose  from  the  historical  fact  that  the 
Western  European  countries  and  their  offshoots  began  their  economic  and  political 
modernization  before  most  of  the  rest  of  the  world  did.  It  is  significant  that  all  sixteen 
nations  classified  as  advanced  are  either  Western  societies  that  began  their  economic 
modernization  in  the  late  eighteenth  or  early  nineteenth  centuries,  or  have  been 
markedly  influenced  by  the  West  in  the  nineteenth  and  twentieth  centuries.  And,  in 
terms  of  C.  E.  Black’s  category  of  modernizing  leadership,  twelve  of  the  sixteen  began 
their  political  modernization  before  1810,  while  Japan,  Russia,  and  Finland  began 
such  consolidation  in  the  mid-nineteenth  century  (Israel  is  a  special  case  of 
twentieth-centuiy'^  origin.) 

There  is  not  only  a  rough  correspondence  between  the  level  of  educational 
development  and  economic,  and  political  modernization,  there  is  a  rough  historical 
correspondence:  the  earlier  the  modernization  began,  the  more  modernized  the 
countries  are.  This,  of  course,  does  not  apply  in  an  exact  one-to-one  correspondence. 
Britain  was  first  to  launch  a  political  revolution  and  first  to  industrialize,  but  it  is  not 
first  in  the  composite  index  of  the  late  1950s.  Japan  and  Soviet  Russia  were  relathely 
late  to  industrialize,  but  are  very  high  on  the  index.  The  reason  the  United  States, 
Japan,  and  Russia  are  so  high  is  certainly  related  to  the  speed  and  thoroughness  with 
which  they  modernized  their  educational  systems.  Japan  and  Russia  borrowed  heavily 

4-R 

Ibid.,  chap.  3.  Most  of  the  data  are  from  the  late  1950s. 

E.  Black,  The  Dymmks  of  Modernization,  pp.  90-94. 
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Exhibit  9.1  Four  Levels  of  Educational  Development  in  the  1950s 


Seventy-five  countries  ranked  according  to  the  educational  Index  of 
Harbison  and  Myers* 


Level  1 

Underdeveloped 

Sudan  7.5 

Uganda  5.5 

Senegal  5.5 

Haiti  5.3 

Nigeria  5.0 

Kenya  4.7 

Liberia  4.1 

Congo  3.^ 

N.  ^odesia  2.5 

Ivoiy'  Coast  2,t 

Tanganyika  2L 

Saudi  Arabia  1 .5 

Afghanistan  1 S 

Somalia  1.^ 

Nyas.aland  1 
Ethiopia  .1 

Niger  ri 


Level  III 
Semiadvanced 


Level  IV 
Advanced 

U.S.A. 

New  Zealand 

Australia 

Netherlands 

Belgium 

U.K. 


Norway 

73.8 

Japan 

Uruguay 

69.8 

France 

Czecho¬ 

Canada 

slovakia 

68.9 

U.S.S.R. 

Level  II 

Poland 

66.5 

Finland 

Parthlly  Developed  Yu^^oslavia 

60.3 

West  Germany 

Iraq 

31.2  Italy 

56.8 

Israel 

Peru 

30.2  South  Korea 

55.0 

Argentina 

Turkey 

27.2  Hungary 

53.9 

Sweden 

Jamaica 

26.8  Chile 

51.2 

Denmark 

Pakistan 

25.2  Greece 

48.5 

Ecuador 

24.4  Taiwan 

48.4 

Lebanon 

24.3  Venezuela 

47.7 

Malaya 

23.6  Costa  Rica 

47.3 

Ghana 

23.2  Portugal 

40.8 

Paraguay 

22.7  Egypt 

40.1 

Colombia 

22.6  South  Africa 

40.0 

Brazil 

20.9  Spain 

39.6 

China 

Cuba 

35.5 

(Mainland) 

19.5  India 

35.2 

Iran 

17.3  Thailand 

35.1 

Tunisia 

15.2  Mexico 

33.0 

Bolivia 

14.8 

Dominican 

Republic 

14.5 

Burma 

14.2 

Libya 

10.8 

Indonesia 

10.7 

Guatemala 

10.7 

^Adapted  from  Frederick  Harbison  and  Charles  A.  Myers,  Education,  Manpower,  and  Economic 
Growth;  Strategies  of  Human  Resource  Development,  McGraw-Hill,  New  York,  1964,  pp.  45^8. 
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from  the  West  in  their  periods  of  defensive  modernization.^®  Israel  began  its  career  as 
an  independent  state  in  1948  with  a  basic  stock  of  Western-educated  cadres  oi 
hiah-level  manpower  that  gave  it  a  head  start  toward  modern  education  over  most  of 
the  other  nations  of  the  Middle  East,  Africa,  and  Asia.  Argentina  had  been  more 
energetic  than  most  Latin  .American  states  in  developing  its  educational  system  along 
the  lines  of  nineteenth-century  models  in  Western  Europe  and  the  United  States. 

Much  more  research  is  required,  but  it  does  look  as  though  the  nations  of 
Western  Europe  may  have  been  overtaken  in  their  modernization  not  only  because  of 
the  special  political  and  economic  zeal  displayed  by  the  United  States,  Russia,  and 
Japan  but  also  by  the  imbalance  in  their  educational  developments  and  the  continuing 
power  of  traditional  education  which  slowed  down  their  modernization,  particularly  in 
secondary  and  higher  education.  It  was  not  until  after  World  War  II  that  the  swell  of 
educational  reforms  began  to  gain  major  proportions  in  Western  Europe,  several 
decades  after  it  touched  the  other  three  countries. 

Even  more  important,  however,  than  the  differences  in  educational  development 
among  the  various  nations  of  the  West  is  the  educational  gap  between  the  advanced 
Western  nations  and  the  nations  of  the  Third  World  in  Asia,  Latin  America,  and  Africa. 
Not  only  did  the  Western  societies  gain  a  large  head  start  before  World  War  11,  they 
also  continued  to  forge  ahead  in  the  1950s  and  1960s.  UNESCO’s  International 
Commission  on  the  Development  of  Education  found  that  the  industrialized  nations 
increased  their  spending  on  education  from  S50  billion  to  $120  billion  between  1960 
and  1968,  while  the  developing  nations  (with  two-thirds  of  the  world’s  population  and 
three-fourths  of  its  young  people)  increased  their  spending  on  education  from  less  than 
$5  billion  to  less  than  $12  billion.  Meanwhile  the  gross  national  products  of  the 
advanced  nations  were  increasing  by  78  percent  while  those  of  the  developing  nations 
increased  by  only  62  percent.  The  linkage  between  education  and  national  produc¬ 
tivity  was  inescapably  clear-and  the  disparities  were  profoundly  disturbing:  “The 
ever-growing  gap  between  industrialized  and  developing  countries  had  produced  the 
fundamental  drama  of  the  contemporary  world.”®' 

In  the  following  four  chapters  we  turn  to  those  major  nations  of  the  West 
(Britain,  France,  Germany,  and  the  United  States)  whose  educational  systems  enabled 
them  to  modernize  most  rapidly  and  become  models  for  much  of  the  rest  of  the 
world.  In  the  final  two  chapters  we  return  to  the  impact  of  Western  education  upon 
the  non-Western  world,  how  it  promoted  modernization  among  traditional  societies 
and  yet  failed  to  overcome  the  disparities  it  had  helped  to  create. 

®®Ibid.,  pp.  7  land  121. 

Edgar  Faure,  et  al..  Learning  to  Be;  The  World  of  Education  Today  and  Tomorrow,  UNESCO. 
Paris,  and  Hairap,  London,  1972,  p.  49. 


CHAPTER  X 


EDUCATION 
IN  THE  MODERNIZING 
STATES  OF  EUROPE 

(1700  A.D.-1860S  A.D.) 


A.  THE  VOLUNTARY  APPROACH  IN  BRITAIN 

At  the  opening  of  the  eighteenth  century  Britain’s  educational  institutions  reflected 
the  impact  of  the  traditionalizing  forces  set  afoot  by  the  Stuart  Restoration  of  the 
1660s  and  at  the  same  time  began  to  reverberate  to  the  calls  for  reform  expressed  in 
the  educational  thought  associated  with  the  Glorious  Revolution  of  the  1690s,  The 
Baconian  and  Puritan  reformers  of  the  seventeenth  century  had  been  damped  down  by 
the  Clarendon  Code  of  laws  passed  by  the  Cavalier  Parliament  in  the  1660s  in  the 
effort  to  root  out  Puritans  and  other  dissenters  from  public  office,  from  pulpits,  and 
from  schools  and  colleges,  all  in  favor  of  extending  the  role  of  the  Church  of  England 
in  religion  and  education  as  well  as  in  law  and  public  order.  The  response  of  many 
Puritan  clerg>^men  and  schoolmasters  had  been  to  refuse  to  take  the  oaths  of  loyalty  or 
to  subscribe  to  the  Anglican  articles.  Thus,  as  nonconformists,  they  were  obliged  to 
move  into  the  remoter  places  of  England  and  Scotland  w^here  they  continued  to  preach 
and  where  they  set  up  Dissenters’  Academies  to  train  a  supply  of  ministers  and  to 
provide  private  schools  for  the  education  of  their  children. 

For  over  a  hundred  years  the  Dissenters’  Academies  and  private  mathematical 
schools  in  England  along  with  their  secondary  school  counterparts  in  Scotland  were 
the  major  modernizing  forces  in  British  education;  they  were  distinguished  by  their 
devotion  to  the  sciences  and  their  more  m.odern  and  practical  studies  alongside  their 
classical  and  religious  studies.  Although  they  kept  alive  and  nourished  a  clientele  of 
persons  who  eventually  sparked  the  industrial  techniques  of  the  middle  and  later 
eighteenth  century,  they  nevertheless  were  relatively  small  islands  of  modernization  in 
a  great  sea  of  traditional  education. 

Meanwhile,  major  voices  of  educational  reform  began  to  lay  a  theoretical 
groundwork  in  empirical  philosophy  and  psychology  upon  which  subsequent  re¬ 
formers  relied  very  heavily  in  France  and  in  America  as  well  as  in  Britain.  Trying  to 
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conceive  of  human  nature  in  a  way  that  would  be  appropriate  to  the  kind  of  physical 
universe  that  Newton  had  described  and  yet  not  to  give  away  the  basic  tenets  of 
Christianity,  John  Locke  set  out  to  elaborate  the  laws  of  human  nature  in  a  scientific 
manner.  His  basic  assumption  was  that  human  nature  is  not  innate  but  is  a  result  of  the 
impact  of  environment  upon  the  unformed  and  pliable  raw  material  of  the  human 
organism.  At  the  same  time,  Locke  did  not  become  a  materialist;  he  believed  in  a 
human  nature  consisting  of  a  soul  and  a  mind,  each  having  certain  independent 
qualities. 

Applying  Baconian  and  Newtonian  conceptions  of  science  to  the  study  of  the 
mind,  Locke  tried  to  formulate  the  natural  laws  of  learning.  He  maintained  that  the 
child \s  not  bom  with  a  preexistent  mind  or  with  innate  ideas  concerning  God,  justice, 
or  morality.  Rather,  the  newborn  child  merely  possesses  a  blank  tablet  {tabula  rasa) 
upon  which  perceptions  from  the  outside  world  are  imprinted.  Ideas,  values,  and 
knowledge  have  their  orign  in  sense  experience  received  from  the  external  environ¬ 
ment  of  thinss  and  people.  In  his  essays.  Of  ths  Conduct  of  ths  Understanding  and 
Essav  Concerning  Human  Understanding,  justifying  in  theory  the  practices  of  sense 
realism  in  education,  Locke  opened  the  way  to  a  pedagogy  that  would  develop  aU  the 
senses  of  the  child,  not  merely  through  reading,  but  through  the  active  senses  of  sight, 
taste,  smell,  touch,  and  hearing. 

In  his  Some  Thoughts  Concerning  Education  Locke  argued  that  children  leam 
best  when  they  are  interested  in  what  they  are  learning,  and  the  best  way  to  gain  their 
interest  is  tluough  play,  which  provides  pleasurable  incentives  and  prevents  the 
building  up  of  aversions  to  education.  Much  of  modern  learner-oriented  education  was 
anticipated  by  Locke  as  he  described  the  education  appropriate  for  a  gentleman’s  son 
who  will  find  useful  in  his  adult  life  such  practical  and  interesting  subjects  as  English, 
drawing,  arithmetic,  writing,  shorthand,  geography,  history,  science,  mathematics,  and 
even  the  values  that  can  be  achieved  through  manual  activity  in  carpentry,  gardening, 
and  active  sports  of  all  kinds. 

Besides  the  political,  religious,  and  humanistic  aims,  the  Enlightenment  also 
emphasized  education  for  social  status.  Perhaps  the  most  famous  suggestions  for  the 
education  of  a  gentleman’s  son  were  made  by  Locke  in  his  Thoughts.  The  aims  of 
education  as  stated  tliere  were,  in  order  of  importance:  virtue,  wisdom,  breeding,  and 
learning.  Virtue  is  acquired  through  practice  in  sound  moral  habits;  wisdom  is  acting 
with  foresight  and  prudence  in  the  management  of  one’s  personal  and  social  affairs; 
breeding  is  correct  behavior,  bearing,  and  manners;  and  learning  is  the  achievement  of 
intellectual  power  tlnough  mental  training,  rather  than  through  the  acquisition  of 
mere  facts  or  knowledge.  These  ideals  not  only  reflected  the  attitude  of  the  English 
upper  classes  but  played  a  major  role  in  rationalizing  the  gentlemanly  ideal  of  liberal 
education  in  American  as  weD  as  British  colleges. 

More  radical  in  their  empirical  views,  David  Hume  and  David  Hartley  put  almost 
e.xclusive  emphasis  upon  the  five  outer  senses  as  the  sources  of  ideas  and  ruled  out 
Locke’s  mental  faculty  of  reflection  as  they  developed  their  theory  of  associationism 
which  became  the  forerunner  of  much  of  the  experimental  and  scientific  psychology 
of  the  nineteenth  and  twentieth  centuries.  To  Hartley  the  basic  natural  law  of  learning 
w'as  the  fact  that  sensations  coming  from  the  external  world,  repeated  often  enough, 
leave  traces  in  the  nervous  system.  When  different  sensations  are  thus  associated,  the 
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occurrence  of  one  sensation  will  call  up  a  memory  of  the  others.  Simple  ideas  are  thus 
built  up  into  complex  ideas  largely  by  association.  The  principles  of  associationism 
sound  a  good  deal  like  twentieth-century  doctrines  of  synaptic  connections,  condition¬ 
ing,  and  the  laws  of  frequency  and  recency.  The  empirical  theory  of  knowledge  and 
learning  was  carried  still  further  in  the  nineteenth  century  by  John  Stuart  IVlill  who 
argued  that  universal  and  necessary  truths  can  be  built  up  by  experience  through  the 
inductive  methods  of  science.  Mill  thus  provided  the  theoretical  basis  upon  which 
empirical  philosophy  and  behavioral  psychology  later  attempted  to  reduce  all  mental 
processes  to  that  of  physical  association. 

Traditional  pedagogical  method  in  England  did  not  respond  very  rapidly  to  the 
secular  or  the  rational  post-Enliglitenment  theories  of  a  Locke  or  a  Hartley  or  a  MiH, 
but  the  tempo  of  proposals  for  institutional  reform  did  begin  to  pick  up  in  the  later 
eighteenth  century,  reaching  a  crescendo  of  activity  in  the  middle  of  the  nineteenth 
century.  As  a  result  of  the  spread  of  ideas  which  can  justly  be  called  modernizing  and 
as  a  result  of  organized  efforts  by  middle  class  and  working  class  groups,  the  English 
educational  system  began  to  take  on  more  and  more  modern  characteristics.  The 
universities  were  the  first  to  be  reformed,  by  the  concerted  efforts  made  by  royal 
commissions  to  break  the  stranglehold  of  the  Church  of  England  upon  university 
governance  and  to  modernize  the  curriculum.  New  types  of  more  practically-oriented 
secondary  schools  were  founded  by  the  middle  classes;  the  traditional  great  public 
schools  were  effectively  opened  to  the  upper  middle  classes;  and  the  beginnings  of 
state  responsibility  gave  a  new  impetus  to  providing  elementary  schools  for  the 
working  classes  which  voluntary  and  religious  societies  had  begun.  The  path  to 
modernity  was  tortuous  but  in  the  long  view  of  a  century  and  a  half,  it  was  clear. 

Voices  began  to  be  raised  on  behalf  of  a  more  secular,  practical,  and  state- 
supported  education  that  would  be  spread  more  widely,  indeed  universally,  among  all 
the  people.  Such  voices  came  with  more  frequency  and  insistence  from  the  midlands 
and  north  of  England  and  from  Scotland,  the  more  active  generative  centers  of 
industrialization  and  urbanization  in  Britain.  The  English  dissenters  with  their  scientifi¬ 
cally-oriented  academies  and  the  Scottish  Presbyterians  with  their  state  system  of 
public  schools  and  practically-oriented  interests  fed  these  currents  of  educational 
reform  which  bubbled  up  out  of  Edinburgh  and  Glasgow  and  out  of  the  urbanizing 
centers  in  and  around  Birmingham  and  Manchester. 

A  significant  element  in  promoting  educational  modernization  along  with  the 
industrial  revolution  itself  was  the  rash  of  literary  and  philosophical  societies  that 
became  active  in  the  1760s  and  1770s.  The  Lunar  Society  (a  prophetic  name)  in 
Birmingham  may  have  been  the  most  successful  in  bringing  together  scientists,  tech¬ 
nologists,  and  industrialists  and  ingniting  the  sparks  of  the  technological  revolution. 
Such  men  as  Matthew  Boulton,  James  Watt,  Joseph  Priestley,  Erasmus  Darwin,  R.  L. 
Edgeworth,  Thomas  Day,  and  Josiah  Wedgwood  combined  knowledge  of  science, 
inventiveness  in  technology,  and  industrial  pragmatism  to  an  unusual  degree. 

Some  also  made  the  implications  of  the  transformation  they  were  seeking  in 
education  quite  explicit.^  Outstanding  was  Joseph  Priestley  whose  Essay  on  a  Course 

For  an  excellent  analysis  of  the  “  Forerunners  of  Educational  Reform,  1760-1800”  see  Brian 
Simon,  Studies  in  the  History  of  Education  1780-1870,  Lawrence  and  Wishart,  London,  1960, 

chap.  i. 
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of  Liberal  Education  for  Civil  and  Active  Life  (1768)  aptly  summed  up  in  its  title  the 
key  concepts  of  modernity  in  education:  civil  and  active.  Though  he  did  not  advocate 
state-controlled  education,  he  did  stress  the  need  for  modern  studies  in  history,  policy, 
science,  manufacture,  and  business  in  place  of  traditional  classical  studies.  This  was  a 
theme  spelled  out  in  detail  by  R.  L.  and  Maria  Edgeworth  in  their  book  curtly  titled 
Practical  Education,  They  insisted  that  poor  teachers  were  more  to  blame  for  pupils’ 
failures  than  the  absence  of  ability.  Their  methodology  had  all  the  earmarks  of  a 
twentieth-century  discovery  method  of  learning. 

‘Tit  and  Phil”  societies  which  sprang  up  in  Manchester  and  in  other  northern 
cities  revealed  interests  similar  to  those  of  the  Lunar  Society.  In  a  sense  they  provided 
an  intellectual  climate  which  nourished  the  establishment  of  scientific  and  practically- 
oriented  academies  to  take  the  place  of  the  Dissenters’  Academies.  Notable  among 
these  were  Warrington  Academy  (1757),  its  successor,  Manchester  Academy  (1786), 
Hackney,  and  the  Manchester  College  of  Arts  and  Sciences  (1783). 

Although  these  ‘Tit  and  Phil”  societies  and  new  academies  were  aimed  primarily 
at  a  more  practical  education  for  the  middle  classes,  a  few  British  voices  were  raised 
late  in  the  eighteenth  century  in  favor  of  state  support  of  education  for  all.  Adam 
Smith  argued  for  state  education,  but  not  for  the  reasons  advanced  by  the  French 
reformers.  Smith  was  interested  in  the  protection  of  the  “better”  classes  in  society 
from  the  delinquencies  and  dangers  to  property  that  might  rise  from  an  uneducated 
and  illiterate  mass  of  people  who  might  derive  wrong  ideas  from  the  French  Revolu¬ 
tion.  The  specialization  of  work  in  the  factory,  which  is  a  key  to  industrialization, 
leads  to  the  suffocation  of  intellectual  activity,  so  a  school  should  be  placed  in  every 
community  to  counteract  the  tedium  of  specialization.  Therefore,  he  urged  public 
education  for  the  poor  as  a  means  of  aiding  the  lower  classes  to  obtain  a  useful 
occupation  and  a  realization  of  their  “proper”  place  (of  inferiority)  in  society.  Much 
the  same  notion  was  expressed  by  Malthus.  These  early  expressions  for  state-supported 
education  in  Britain  had  uppermost  in  them  a  desire  to  protect  the  economic  interests 
of  the  propertied  classes,  a  far  cry  from  what  the  lower  classes  themselves  were 
interested  in. 

By  and  large,  the  reaction  against  the  democratic  revolutions  in  France  and 
America  and  the  upsurge  of  conservative  thought  and  action  in  church  and  state  in 
Britain  stifled  for  two  or  three  decades  the  efforts  for  modernization  in  British 
education.  Symbolically,  Joseph  Priestley  and  Thomas  Cooper  fled  to  the  United 
States  while  a  new  evangelical  fervor  fastened  even  more  firmly  a  class-inspired 
religous  hold  upon  elementary  schools.  The  agencies  of  this  process  were  voluntary, 
religous,  and  charitable  associations,  which  raised  funds  by  subscription  and  then 
established  free  charity  schools  for  the  poor  who  could  not  otherwise  pay  for  the 
education  of  their  children.  It  had  long  been  accepted  that  self-respecting  parents 
would  pay  tuition  for  their  children’s  education,  wliile  the  children  of  the  poor  would 
be  served  by  free  charity  schools  such  as  those  provided  by  the  Society  for  Promoting 
Christian  Knowledge  (1699)  under  Church  of  England  auspices. 

The  philanthropic  measures  begun  in  the  eighteenth  century  were  extended  and 
redoubled  in  the  early  nineteenth  century,  largely  as  a  result  of  the  deplorable 
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industrial  conditions  facing  the  working  classes  in  the  factory  towns  of  England  and 
Wales.  Added  to  the  sympathetic  humanitarianism  aroused  by  the  industrial  revolution 
were  the  religious  sentiments  stimulated  by  religious  revivalism.  There  was  also  a  desire 
to  protect  the  vested  interests  of  the  upper  classes  against  the  unruly,  ignorant,  and 
undisciplined  mob  of  workers  now  crowding  into  the  unhealthy  and  congested  cities. 

Whereas  the  French  Revolution  stimulated  the  liberals  of  France  and  Germany 
to  propose  national  state  school  systems  for  the  benefit  of  the  people,  it  stimulated 
the  liberals  of  England  to  form  charity  organizations  to  help  the  underprivileged. 
Whereas  the  reaction  against  the  French  Revolution  led  the  conservatives  of  France 
and  Germany  to  use  their  state  school  systems  to  keep  the  people  in  their  place,  it 
prompted  the  conservatives  of  England  to  form  still  more  voluntary  societies  in  order 
to  proride  a  little  education  to  make  the  people  satisfied  at  small  cost.  Any  number  of 
charitable  agencies  set  out  to  furnish  ‘Tagged”  schools  for  the  poor  and  under- 
pririleged,  soup  kitchens,  orphan  schools,  reformatories,  industrial  schools,  thrift 
brigades,  and  the  like.  Virtually  all  the  religious  denominations  organized  school 
societies  to  provide  charity  education  for  the  poor. 

Tlie  most  innovative  agencies  concentrated  on  three  types  of  schools—Sunday 
schools,  infant  schools,  and  monitorial  schools.  The  Sunday  school  movement  was 
initiated  in  1780  in  Gloucester  by  Robert  Raikes,  a  newspaperman  who  sought  to 
proride  education  for  lower-class  children  who  worked  in  factories  from  sunrise  to 
sunset  for  six  or  seven  days  a  week.  Such  schools  taught  the  three  R’s  and  the 
catechism  to  working  children  during  their  free  time  on  Sundays.  Another  specific 
educational  response  to  the  industrial  revolution  was  the  infant  school,  sponsored  by 
Robert  Owen,  Scottish  manufacturer,  philanthropist,  and  socialist.  In  addition  to 
agitating  for  reducing  the  hours  of  cliild  labor,  Owen  was  instrumental  in  establishing 
schools  for  three-,  four-,  and  five-year-olds  whose  parents  worked  all  day  in  the 
factories.  These  schools  likewise  taught  religion  and  some  elements  of  the  three  R’s, 
although  much  attention  was  directed  at  simple  play,  singing,  dancing,  and  nursery 
care. 

A  tliird  means  of  making  education  available  to  larger  numbers  of  children  was 
the  monitorial  system  developed  almost  simultaneously  by  Joseph  Lancaster,  a 
Quaker,  and  by  Andrew  BeU,  an  Anglican  chaplain  with  the  English  army  in  India. 
Monitorial  instruction  meant  that  the  older  children  were  used  as  monitors,  or  helpers, 
for  the  teacher.  The  teacher  taught  the  monitors  a  lesson,  and  then  each  monitor 
taught  the  lesson  to  ten  or  twelve  smaller  children  by  repeating  what  he  had  learned. 
The  small  children  recited  aloud  in  unison  whatever  was  being  taught.  Wall  placards 
and  charts,  forecasting  in  a  modest  way  the  mass  audio-visual  techniques  of  a  later 
educational  technology,  were  used  to  aid  in  group  instruction  and  to  save  money  on 
books.  The  subject  matter  was  still  principally  the  catechism,  reading,  writing,  spelling, 
and  arithmetic.  Corporal  punishment  was  abolished,  and  a  system  of  merits  and 
rewards  was  substituted  to  enlist  the  interest  of  children.  Children  began  to  enjoy  the 
maiciiing,  the  activity,  and  the  rewards;  mass  education  could  be  fun,  or  at  least  noisy. 

Lancaster’s  idea,  first  put  into  school  practice  in  1798,  took  organized  form  in 
1808  in  the  Institute  for  Promoting  the  British  System  for  the  Education  of  the 
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Labouring  and  Manufacturing  Classes  of  Society  of  Every  Religious  Persuasion.  Its 
name  was  changed  and  its  international  outreach  reflected  when  in  1814  it  became  the 
British  and  Foreign  School  Society.  Not  to  be  outdone  by  the  nonconformists  the 
Anghcans  organized  a  competing  society  to  support  Andrew  Bell’s  version  of  moni¬ 
torial  education.  Tories  who  really  did  not  believe  in  popular  education  nevertheless 
came  to  support  the  Anglican  effort  so  precisely  summed  up  in  the  1811  name.  The 
National  Society  for  Promoting  the  Education  of  the  Poor  in  the  Principles  of  the 
Established  Church  throughout  England  and  Wales.  Between  them,  the  British  and 
Foreign  Society  and  the  National  Society  dominated  elementary  education  in  England 
for  most  of  the  early  nineteenth  century. 

Despite  pedagogical  reform  in  theory  and  institutional  reform  in  practice,  the 
elementary  schools  of  England  remained  essentially  reading  schools.  When  all  else  is 
said  and  all  the  major  exceptions  are  noted,  the  fundamental  task  of  the  schools  was 
literacy.  This  was  very  greatly  needed,  for  the  estimate  is  made  that  literacy  in  England 
in  1780  was  probably  no  greater  than  it  had  been  200  years  earher.  However,  attention 
to  writing  and  arithmetic  was  growing  in  response  to  the  middle  class  interest  in  such 
studies  for  their  usefulness  in  the  trades  and  commerce.  Singing  and  music  also  gained 
a  larger  place  as  religous  revivalism  stimulated  hymn-singing  and  as  a  nationalistic 
spirit  began  to  stress  patriotic  songs. 

The  most  common  means  of  teaching  reading  were  the  catechisms,  hornbooks, 
psalters,  and  especially  the  primers,  usually  containing  the  Creed,  Lord’s  Prayer,  Ten 
Commandments,  and  Psalms.  In  the  middle  of  the  eighteenth  century  new  aids  to 
reading  took  the  form  of  spelling  books.  One  of  the  most  famous  of  these  was 
DOworth’s  New  Guide  to  the  English  Tongue,  which  included  lists  of  words,  with  their 
proper  pronunciation,  rules  of  grammar,  prayers,  and  some  fables  and  moral  precepts. 
Arithmetic  books  also  appeared  at  this  time,  giving  further  recognition  and  stimulus  to 
this  increasingly  popular  subject  of  the  elementary  school  curriculum. 

As  would  be  expected  from  the  En^ish  voluntary  system,  the  preparation  of 
elementary  school  teachers  in  the  nineteenth  century  was  largely  carried  on  by  the 
voluntary  reli^ous  societies.  Proposals  for  the  public  training  colleges  for  teachers  mei 
much  the  same  fate  as  proposals  for  state  schools.  The  result  was  that  the  government 
granted  financial  aid  to  the  voluntary  societies  to  help  them  support  their  training 
institutions,  of  which  there  were  thirty-two  in  1860  and  forty  in  1870.  All  but  two  of 
these  were  receiving  government  aid  and  were  being  inspected  by  the  government,  but 
the  teaching  staffs  regularly  represented  the  denominational  faith  that  controlled  the 
schools.  An  early  training  college  for  thirteen-year -olds  at  Battersea,  offering  a  three- 
year  course  to  a  teaching  certificate,  became  a  model  for  many  others. 

In  1846,  England  set  up  an  apprenticeship  system  of  teacher  training  in  which  a 
pupil-teacher,  age  thirteen,  was  assigned  to  a  regular  teacher  in  the  school  and  received 
a  government  grant  for  support.  The  regular  teacher  also  received  payment;  and  the 
regulations  for  their  working  and  teaching  together  were  laid  down  by  the  government. 
Practice  schools  were  often  maintained  in  connection  with  the  teacher-training  institu¬ 
tions.  Much  of  the  stimulus  to  teacher  training  came  from  the  monitorial  system  of  the 
day,  for  the  large  numbers  of  pupils  required  new  techniques  of  teaching  to  replace  the 
time-worn  individualized  instruction. 
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With  the  defeat  of  Napoleon  and  the  return  to  peace  following  1815,  the 
campaign  for  educational  reform  got  underway  once  again  in  Britain.  Tliis  time  it  was 
part  of  the  general  reform  movement  closely  linked  with  the  effort  of  the  middle 
classes  to  gain  more  power  in  the  established  agencies  of  government  which  were  still 
largely  in  the  control  of  the  landed  gentry.  The  Radicals  in  Parliament,  led  by  Lord 
Henry  Brougham  and  David  Ricardo,  and  the  Utilitarians,  whose  chief  theoreticians 
were  James  Mill  and  Jeremy  Bentham,  became  the  spearhead  for  the  age  of  reform. 

It  was  during  this  period  that  the  goals  for  modern  education  in  Britain  received 
major  definition.  Die  refrains  heard  more  and  more  from  now  on  were:  universal 
education,  free  education,  compulsory  education,  secular  education,  useful  education, 
and  scientific  education.  The  variations  on  the  theme  cannot  be  played  out  in  detaO 
here.^  The  point  is  that  the  middle-class  spokesmen,  like  Brougham,  Mill,  Bentham, 
and  Place,  and  working-class  spokesmen,  like  Robert  Owen,  Richard  Carlile,  William 
Diompson,  Thomas  Hodgskin,  and  William  Lovett  all  developed  similar  conclusions 
from  quite  different  assumptions  and  intentions. 

Up  to  1832  the  working  and  middle  classes  cooperated  to  achieve  some  of  the 
reforms  of  the  Radicals  and  Utilitarians.  Lord  Broughan  introduced  the  first  bill  to  be 
brought  into  Parliament  advocating  universal,  compulsory  elementary  education  to  be 
provided  by  the  state  (1820).  But  it  had  no  chance  of  success  while  children  worked 
al  day  long  in  the  factories.  The  Radicals  also  set  up  Mechanics  Institutes  for  the  adult 
education  of  workers  in  the  industrial  centers,  and  organized  the  Society  for  the 
Diffusion  of  Usetul  Knowledge  (1826).  Meanwhile,  the  workers  themselves  organized 
scores  of  Corresponding  Societies  and  Hampden  Clubs  which  conducted  systematic 
classes  of  lectures,  readings,  and  discussions  on  political,  scientific,  and  public  affairs. 
Some  of  these  societies  conducted  their  own  schools  on  the  Sunday  school  or  infant 
school  model. 

Eventually,  the  Reform  Act  of  1832  was  passed,  gaining  greater  representation 
in  Parliament  for  the  middle  classes  in  the  towns  and  cities,  but  not  extending  the 
suffrage  to  the  propertyless  working  classes.  Also  the  Education  Act  of  1833  was 
passed,  but  the  ringing  cries  for  universal,  free,  compulsory,  secular  education  were  far 
from  embodied  in  it.  Lord  Brougham  had  retreated  from  Ms  secular  stance;  a  very  mild 
measure  was  passed  that  approved  not  more  than  £20,000  to  aid  the  two  voluntary 
Protestant  religious  societies  to  build  schoolhouses  ‘Tor  the  education  of  the  Poorer 
Classes  in  Great  Britain.”  A  Factory  Act  at  the  same  time  prohibited  labor  of  children 
under  nine  years  of  age,  restricted  the  labor  of  those  between  nine  and  tMrteen  to 
forty-eight  hours  a  week  or  nine  hours  in  a  single  day,  and  of  those  from  tMrteen  to 
eigliteen  to  sixty-nine  hours  a  week  or  twelve  hours  in  a  day.  These  acMevements, 
difficult  as  they  were  to  come  by,  strike  the  present-day  observer  as  something  less 
than  revolutionary.  A  token  step  toward  compulsory  education  was  made  by  requiring 
cMldren  under  thirteen  to  have  two  hours  of  schooling  a  day,  but  with  no  fimds 
allotted  for  enforcing  the  regulation  and  with  cMldren  working  eight  hours  a  day  in 
the  factories,  the  two  hours  a  day  in  school  could  not  amount  to  much  even  where  it 
was  tried. 

Because  the  workers  got  neither  the  suffrage  nor  the  ten-hour  day  they  had  been 
^Ibid.,  chaps.  3-5. 
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aeitating  for  and  precious  little  advantage  from  the  education  acts,  they  split  off  from 
the  middle-class  Radicals  in  1838  and  formed  their  own  independent  political  move¬ 
ment,  the  People’s  Charter.  Some  Chartists  were  still  interested  in  universal,  practical 
education,  perhaps  best  exemplified  by  William  Lovett’s  Chartism  written  while  he  was 
in  jail  from  1839  to  1840.  His  proposals  for  free,  compulsory,  nonsectarian  common 
schools  controlled  by  elected  committees  with  the  power  to  raise  taxes  and  pay 
teachers  sounded  very  much  like  the  kind  of  system  tliat  was  actually  being  achieved 
in  the  United  States  at  the  time.  But  other  Chartists,  more  cynical  about  the  value  of 
education  in  improving  the  lot  of  the  working  man,  dubbed  Lovett’s  proposals 
“Knowledge  Chartism.”  Instead,  they  would  concentrate  on  first  gaining  the  suffrage 
so  they  could  abolish  child  labor  and  reduce  adult  labor  to  ten  hours  a  day;  only  then 
could  a  useful  system  of  national  education  result.  Unfortunately  for  the  working 
classes,  neither  of  these  goals  came  about.  Chartism  was  suppressed,  it  disintegrated 
from  1848  on,  and  workers  turned  from  political  action  to  economic  action  with 
emphasis  upon  bargaining  for  better  wages  and  hours. 

Meanwhile,  government  support  for  religious  schools  was  to  be  the  typical  form 
of  national  interest  in  English  education  for  the  next  thirty-five  or  forty  years.  Several 
times  in  the  1840s  and  1850s  the  amounts  of  state  aid  were  increased  and  extended  to 
other  school  societies  as  well  as  to  the  National  Society  and  the  British  and  Foreign 
School  Society.  In  time,  the  national  money  could  be  used  by  the  societies  for 
maintenance  and  current  expenditures  as  well  as  for  the  building  of  schoolhouses.  In 
1839  a  Committtee  of  the  Privy  Council  on  Education  was  appointed  to  administer 
the  funds  and  provide  inspectors  to  visit  the  schools  to  which  money  had  been 
granted.  For  ten  years  James  Kay-Shuttleworth  was  secretary  of  the  Committee.  In 
1856  tills  committee  was  transformed  into  a  Department  of  Education. 

Stimulated  by  the  arguments  of  Kay-Shuttleworth  and  others  that  the  indus¬ 
trialization  of  the  country  made  it  necessary  for  factory  foremen  and  skilled  workers 
to  be  able  to  read  and  write,  and  that  social  revolution  could  only  be  avoided  if 
education  w'as  improved,  many  liberals  were  not  satisfied  with  the  halfhearted  mea¬ 
sures  of  support  to  voluntary  societies.  In  1850  a  National  Public  School  Association 
was  formed  to  agitate  for  free,  compulsory  education  supported  entirely  by  the 
government  through  taxation.  In  the  1850s  many  working  men’s  organizations  and 
trade  unions  also  supported  public  education,  such  as  the  Working  Men’s  Association 
for  Promoting  National  Secular  Education. 

This  move,  of  course,  met  great  opposition  from  conservative  and  religious 
groups.  The  Anglicans  wanted  to  maintain  religious  education;  the  dissenters  wanted 
religious  schools,  but  did  not  want  the  Church  of  England  to  have  a  monopoly  in  the 
field;  and  both  opposed  the  liberals,  who  advocated  secular  schools.  In  the  midst  of 
the  agitation  Parliament  appointed  in  1858  a  committee  known  as  the  Newcastle 
Commission,  whose  investigations  led  it  to  recommend  in  1861  that  no  change  in  the 
existing  voluntary  system  was  desirable  and  that  free,  compulsory  education  was 
undesirable,  for  the  evils  of  a  compulsion  that  invaded  the  individual’s  rights  out¬ 
weighed  its  advantages.  The  individuals  whose  welfare  would  be  most  damaged  were, 
of  course,  the  employers  whose  rights  to  employ  the  children  of  the  workers  as  they 
required  them  w'ould  be  restricted  if  the  children  were  attending  school. 
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At  the  time  of  the  Newcastle  Commission  it  is  estimated  that  about  one-third  of 
elementary  school  children  were  in  private  schools  (860,000)  while  two-thirds  were  in 
the  voluntary  schools  of  religious  and  nonprofit  societies  (1,675.000).  Of  the  volun¬ 
tary  schools,  only  about  one-third  received  any  state  aid  (wdiich  had  grown  to 
£663,000  by  1858)  and  80  percent  of  these  were  Church  of  England  schools.  The 
result  was  that  the  children  of  the  working  classes  who  went  to  school  at  all  attended 
for  about  four  years,  and  80  percent  had  dropped  out  by  age  eleven.  This  is  what  the 
Newcastle  Commission  found  to  be  on  the  whole  satisfactory  and  to  compare  favor¬ 
ably  with  other  countries. 

Within  a  decade,  however,  the  Newcastle  Commission  was  in  principle  partly 
repudiated.  Craft  unions,  cooperative  societies,  school  leagues,  reform  associations, 
and  a  great  outpouring  of  group  political  agitation  joined  in  a  clamor  for  tax- 
supported,  nonsectarian,  free,  compulsory  elementary  education,  all  bywords  of  a 
modern  education. 

Finally,  while  Gladstone  and  the  Liberal  party  were  in  power,  an  elementary- 
education  act  known  as  the  Forster  Act  was  passed  in  1870.  The  country  was  divided 
into  school  districts  under  the  jurisdiction  of  local  school  boards.  The  voluntary  school 
societies  were  given  a  year  to  establish  schools  in  any  districts  where  they  were  needed. 
If  this  was  not  done,  the  school  boards  were  authorized  to  establish  public  board 
schools  and  to  provide  teachers  to  be  supported  partly  by  taxation  and  partly  by  fees 
from  those  parents  who  could  afford  to  pay.  They  were  to  be  free  only  for  those  who 
could  not  pay  tuition.  The  local  boards  were  also  authorized  to  make  attendance 
compulsory  from  the  ages  of  six  to  thirteen  if  they  wished.  The  religious  question  was 
solved  by  requiring  the  instruction  in  the  board  schools  to  be  nonsectarian  if  the  local 
board  wished  to  allow  any  religious  instruction  at  all,  while  the  voluntary  schools 
could  give  religious  instruction,  provided  that  children  were  not  compelled  to  receive 
such  instruction  if  their  parents  did  not  wish  it. 

All  in  all,  elementary  education  was  now  established  in  Britain  as  a  social  right  of 
all  children  rather  than  a  gift  of  charity,  but  the  goal  of  universal,  free,  secular 
education  as  visualized  by  the  modernist  reformers  for  more  than  a  hundred  years  was 
still  far  from  realization.  Britain  now  had  in  effect  a  dual  system  of  schools.  This 
disjointed  national  system  consisted  of  elementary  schools  for  the  working  classes  and 
secondary  schools  for  the  middle  and  upper  classes.  This  disjunctive  system  of 
education  reinforced  the  class  fabric  of  English  society  for  another  century,  very 
possibly  slowing  down  the  modernization  process  itself.  While  it  was  modem  in  its 
extension  of  formal  education  to  the  working  classes,  it  did  not  deliberately  seek  the 
social  mobility  characteristic  of  an  integrative  type  of  modem  education.  While  it  was 
generally  libertarian  rather  than  authoritarian,  the  admission  to  secondary  and  higher 
education  was  rigidly  selective  rather  than  comprehensive.  Tradition  continued  to 
meld  a  heavy  hand  on  the  educational  institutions  beyond  the  primary  school. 

During  the  eighteenth  century  English  secondary  education  was  mled  by  the 
endowed  grammar  schools  in  which  the  Latin  grammarians  held  the  fort  against 
mounting  criticism  by  the  middle  class.  The  traditionalists  insisted  that  Latin  grammar 
was  the  only  means  of  achieving  the  truly  disciplined  mind  of  the  liberally  educated 
person.  The  Church  of  England  often  sided  with  the  grammarians,  invoking  the 
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intention  of  the  founders  of  the  endowed  grammar  schools  in  the  sixteenth  and 
seventeenth  centuries  who  had  stipulated  that  Latin  and  Greek  should  be  taught  free 
to  worthy  students.  The  grammarians  insisted  that  these  terms  meant  that  nothing 
besides  Latin  and  Greek  could  be  taught;  even  the  boards  of  control  could  not  dislodge 
a  determined  master  who  knew  his  common  law. 

Gradually,  however,  the  grammar  schools  became  so  pedantic  in  their  teaching, 
so  brutal  in  their  discipline,  and  so  marked  by  unrest  and  rioting  among  their  students 
that  their  clientele  fell  off  markedly.  It  was  then  that  these  schools  began  to  be 
reformed  in  the  nineteenth  century.  They  kept  their  classical  emphasis  but  began  to 
yield  to  Locke’s  conception  of  the  education  proper  for  a  gentleman.  The  point  of 
view  of  the  pedantic  scholar  or  grammarian  had  never  appealed  very  much  to  the 
middle  classes;  so,  when  the  schools  began  to  play  up  the  importance  of  virtue, 
wisdom,  and  breeding  as  defined  by  Locke  in  his  Thoughts  and  play  down  scholarly 
learning,  the  middle  classes  became  more  interested  as  Thomas  Arnold  at  Rugby 
showed  the  way  to  reform. 

Long  before  that  time,  however,  the  modem  response  to  new  educational  trends 
had  taken  place  in  the  Dissenters’  Academies  conducted  by  nonconformist  clergymen 
for  their  congregations.  Starting  as  Latin  schools  in  the  late  seventeenth  century  they 
soon  paid  considerable  attention  to  the  reahstic  studies  that  would  appeal  to  the 
middle  classes.  By  the  beginning  of  the  eighteenth  century  the  academies  were 
teaching,  in  addition  to  the  classics,  Enghsh  language  and  literature,  modern  foreign 
languages,  mathematics  (geometry,  astronomy,  trigonometry),  natural  science  and 
anatomy,  history,  geography,  politics,  and  philosophy  (ethics,  logic,  and  metaphysics). 

By  the  middle  of  the  eighteenth  century  science  and  mathematics  played  a  larger 
role  than  ever,  and  commercial  subjects  became  more  important.  Toward  the  end  of 
the  century  the  Dissenters’  Academies  began  to  decline  as  the  conservative  trends  in 
society  and  the  Church  of  England  grew  stronger.  Thereupon,  the  nonconformist 
groups  and  the  industrial  middle  classes  turned  to  two  new  types  of  schools.  In  1779 
when  the  ban  on  nonconformists  as  teachers  was  lifted,  a  spate  of  private  schools 
appeared  in  the  industrial  cities  and  towns  to  give  a  directly  practical  education  for  the 
commercial  occupations,  emphasizing  such  studies  as  surveying,  bookkeeping,  account¬ 
ing,  and  the  like.  Many  were  private-venture  day  schools;  others  were  boarding  schools. 
Some  helped  to  train  the  people  who  were  pushing  forward  the  industrial  revolution; 
others  were  small,  poorly  staffed  and  equipped,  fly-by-night  money-makers,  conducted 
primarily  for  profit. 

A  still  more  important  type  of  school  was  the  proprietary  school  conducted  in  a 
more  businesslike  and  efficient  way  by  joint  stock  companies  organized  by  business¬ 
men  and  tradesmen.  In  these,  the  income  was  fed  back  into  the  corporation  con- 
trolhng  the  school.  The  Liverpool  Institute,  a  day  school  in  1825,  may  have  been  the 
first  of  many  that  mushroomed  in  the  industrial  cities.  In  London  the  Universitv 
College  School  (1828)  and  the  City  of  London  School  (1836)  set  the  pattern  for  such 
schools  that  catered  particularly  to  the  middle  classes.  In  the  1840s  and  1850s  the 
proprietary  schools  began  to  appear  in  boarding  school  form,  thus  reaching  for  the 
social  advantages  of  the  upper  class  public  schools  but  at  the  same  time  consciously 
preparing  boys  for  modem  business  and  professional  careers  in  the  armed  services,  the 
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civil  service  bureaucracy,  engineering,  colonial  administration,  and  the  managerial 
posts  of  church,  industry,  and  state.  The  roster  of  such  schools  included  Cheltenham, 
Marlborough,  Haileybury,  Malvern,  Rosall,  and  Wellington. 

in  these  ways  English  secondary  education  began  to  take  on  differentiated  forms 
of  specialization  that  roughly  corresponded  in  ascending  order  of  prestige  to  the  major 
social  and  economic  strata  of  the  middle  and  upper  classes:  private-venture  day 
schools,  proprietary  day  schools,  proprietary  boarding  schools,  day  grammar  schools, 
boarding  grammar  schools,  and  the  great  “public”  schools.  But  there  was  still  no 
formalized  organization  or  national  system  to  secondary  education  as  a  whole,  and  the 
middle  classes  were  growing  restless  at  their  viitual  exclusion  from  the  highest  prestige 
schools.  So  the  next  step  beyond  setting  up  new  schools  outside  the  establishment  was 
to  attack  the  citadels  themselves  and  seek  to  make  them  over  into  a  mold  more 
consonant  with  the  life  style  to  which  the  upper  middle  classes  would  like  to  become 
accustomed. 

The  great  “public”  schools  had  long  set  the  standards  and  ideals  for  all  other 
types  of  secondary  school  in  England.  The  nine  great  “public”  schools  were  usually 
considered  to  be  Eton,  Winchester,  Charterhouse,  Westminster,  Rugby,  Harrow, 
S!irewsbur\%  St.  Paul’s,  and  Merchant  Taylors’.  In  these,  the  classical  humanities 
continued  to  play  the  central  pedagogical  role.  The  English  gentry  set  great  store  not 
only  by  the  classics  as  the  special  symbol  of  intellectual  superiority  but  by  the 
corporate  life  of  the  boarding  school  as  a  molder  of  the  religious,  moral,  and 
inteiiectual  life  and  of  the  manners  and  behavior  appropriate  to  a  gentleman’s  son.  The 
community  life  of  the  English  secondary  schools  was  one  principal  way  in  which  they 
differed  from  their  counterparts  in  France  and  Germany.  Despite  the  hold  of  the 
“public”  schools  upon  English  life  as  exemplified  by  such  famous  schoolmasters  as 
Thomas  Arnold  of  Rugby,  criticisms  and  attacks  upon  them  increased  during  the  early 
nineteenth  century.  Demands  for  a  more  democratic  and  more  practical  type  of 
education  continued  to  be  made,  including  recognition  for  science  as  an  essential 
ingredient  in  a  liberal  education. 

After  the  middle  of  the  century  Parliament  responded  to  the  dissatisfaction 
being  expressed  by  appointing  two  major  commissions  to  study  the  conduct  of  the 
secondary  schools.  The  Clarendon  Commission  (1861)  ended  its  study  of  the  nine 
“public”  schools  by  justifying  the  classical  curriculum  as  the  principal  determinant  in 
the  molding  of  the  English  gentleman  and  rejecting  the  establishment  of  a  course  for 
modem  studies  as  demeaning.  Class  bias  supported  the  traditional  academic  bias  in  the 
proposition  that  half  the  curriculum  be  given  to  the  classics,  one-eighth  to  science,  and 
three-eights  to  all  else,  including  modern  language,  history,  and  the  arts.  In  general,  the 
public  schools  were  given  a  clean  bill  of  health;  the  lower  orders  would  find  it  even 
harder  to  gain  the  free  places  formerly  reserved  for  them. 

The  Schools  Inquiry  Commission  under  Lord  Taunton  then  studied  all  other 
endowed  secondary  schools  and  found  a  great  diversity  of  quality  and  teaching 
standards,  in  a  large  part  bad.  This  commission  which  studied  800  endowed  schools 
made  several  far-reaching  suggestions  concerning  reform  of  the  curriculum,  closer  state 
supervision  of  the  achievements  of  students  and  certification  of  teachers,  and  a  more 
systematic  organization.  The  Taunton  Commission  recommended  making  some  sort  of 
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order  out  of  the  secondary  school  maze  by  establishing  three  grades  of  schools  in 
descending  order  along  class  lines:  first  grade  schools  of  the  boarding  type  in  which 
boys  of  the  professional  and  upper  middle  classes  could  be  prepared  for  the  universi¬ 
ties;  second  grade  schools  in  which  boys  of  the  shopkeeper,  mercantile,  and  trading 
classes,  and  well-to-do  tenant  farmers  could  prepare  up  to  age  sixteen  for  middle-level 
occupations;  and  third  grade  schools  in  which  boys  of  small  tradesmen,  artisans,  and 
tenant  farmers  could  obtain  an  education  up  to  age  fourteen. 

Even  these  suggestions  apparently  were  too  radical,  however.  Parliament  largely 
ignored  the  report  and  passed  instead  the  Endowed  Schools  Act  of  1869,  which 
appointed  a  commission  to  help  the  endowed  schools  to  make  more  satisfactory  plans 
for  managing  their  own  endowments.  Public  administration  of  “public”  schools  was 
too  radical  a  step  along  the  road  to  modern  education  for  England  to  take  in  the 
middle  of  the  nineteenth  century. 

With  all  the  intellectual  activity  and  scientific  progress  in  Britain  during  the 
Enlightenment,  it  might  have  been  expected  that  the  English  universities  would  have 
been  leading  the  way.  However,  academic  tradition  and  the  tenacious  hold  of  the 
Church  of  England  and  the  aristocracy  kept  the  English  universities  behind  the  times 
throughout  most  of  the  eighteenth  century.  Despite  a  few  brilliant  names,  such  as 
Newton,  Gray,  and  Blackstone,  the  favored  studies  at  Oxford  and  Cambridge  continued 
to  be  the  classics,  logic,  and  scholastic  philosophy.  Some  gains  were  made  in  introduc¬ 
ing  Newtonian  science  and  mathematics,  especially  at  Cambridge.  Chairs  in  chemistry 
were  established  at  both  Oxford  and  Cambridge  as  early  as  1 685 ;  modem  history  was 
established  at  Oxford  in  1724;  and  a  tripos,  or  honors  examination,  in  mathematics 
was  established  at  Cambridge  in  1747.  But  these  were  relatively  small  ripples  in  the 
great  sea  of  classicism.  There  was  no  effort  to  train  professionals  for  government 
service  by  direct  study  of  the  political  or  economic  sciences  as  in  Germany. 

However,  the  Scottish  universities  were  able  to  make  major  reforms  by  the 
middle  of  the  eighteenth  century.  At  Edinburgh,  the  professors  of  Latin,  Greek,  logic, 
and  natural  philosophy  were  joined  by  professors  of  mathematics  and  moral  philos¬ 
ophy,  who  gave  lectures  open  to  voluntary  attendance.  By  1750,  the  courses  oi  study 
in  the  arts  at  Edinburgh  and  Glasgow  were  far  more  modern  than  those  in  the  English 
universities.  The  utilitarian  spirit  of  reform  at  Aberdeen  involved  recognition  of  such 
activities  as  wniting,  bookkeeping,  and  French.  Here,  then,  are  early  evidences  of 
modern  trends;  the  impact  of  the  new  science  upon  the  arts  curriculum;  the  valuing  oi 
useful,  or  practical,  subjects  as  equivalent  to  the  older  studies  of  a  liberal  education; 
and  the  actual  practice  of  the  voluntary,  or  elective,  principle. 

The  En^ish  universities  began  to  recover  a  measure  of  their  old  vitality  with  the 
beginning  of  the  nineteenth  century.  Oxford  reformed  its  examination  system  from 
within  so  that  a  student  needed  more  adequate  preparation  for  passing  his  examina¬ 
tions.  Honors  courses  in  mathematics  and  classics  were  designed  to  permit  greater 
specialization  than  the  regular  “pass  courses”  and  to  provide  added  inducements  for 
the  student  to  attain  a  high  degree  of  scholarship.  At  Cambridge,  mathematics 
continued  to  gain  in  importance  during  the  early  nineteenth  century;  it  had  been  the 
first  subject  in  which  a  tripos  (honors-course  examination)  was  held  (1747).  Then 
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triposes  were  added  in  civil  law  (1815),  classics  (1824),  moral  sciences  (1851),  and 
natural  sciences  (1850). 

But  in  the  view  of  such  acerbic  critics  as  Sidney  Smith,  James  Mill,  Jeremy 
Bentham,  and  Sir  William  Hamilton  the  Oxford  and  Cambridge  colleges  were  the 
epitome  of  uselessness.  The  critics  were  all  pretty  well  agreed  that  until  the  hand  of 
the  A.nglican  Church  was  lifted  the  colleges  would  not  be  able  to  expand  to  include  the 
modern  languages  and  history,  experimental  philosophy,  and  the  whole  range  of  social 
study  embraced  by  political  economy. 

In  exasperation  at  the  unresponsiveness  of  the  Oxford  and  Cambridge  colleges, 
radicals  and  utilitarians  like  Mill  and  Brougham  and  liberal  Whigs  turned  to  the 
establishment  of  a  new  institution  that  would  consciously  seek  to  prepare  for  the 
modern  professions.  In  1828  University  College,  London,  was  formed  by  a  joint  stock 
company,  taking  cues  from  the  University  of  Edinburgh,  from  German  universities  like 
Berlin,  Bonn,  and  Munich,  and  from  Thomas  Jefferson’s  new  University  of  Virginia  in 
the  United  States.^  The  intention  was  that  the  new  college  should  be  secular  in 
curriculum  and  control,  and  that  it  should  depart  from  the  residential,  tutorial,  and 
class  systems  of  the  traditional  colleges  by  stressing  a  professoriate  whose  lectures 
would  cover  all  the  major  fields  of  modern  knowledge,  as  well  as  the  classics.  It  was 
even  contemplated  that  a  chair  in  education  be  established,  but  this  proved  to  be  far 
too  radical.  Of  the  original  two  dozen  professors,  half  came  from  Scotland,  a  fourth 
from  overseas,  and  a  fourth  from  Cambridge. 

In  an  effort  to  counteract  the  secular  intent  of  University  College,  the  Tories  and 
the  estabhshed  church  created  a  competition  in  King’s  College  (1828).  Not  surpris¬ 
ingly,  it  quickly  received  a  charter,  whereas  it  was  eight  years  before  University  College 
got  its  charter.  Both  colleges  then  became  constituent  colleges  of  the  new  University 
of  London,  intended  to  be  primarily  an  examining  and  degree-granting  body.  But  as 
happened  at  the  secondary  level,  the  middle  classes  were  not  satisfied  with  having  a 
separate  institution  of  their  own.  Influential  as  it  was  to  become  in  setting  a  pattern 
for  the  modern  universities  of  England  later  in  the  nineteenth  and  in  the  twentieth 
century,  it  could  not  match  the  prestige  and  preferment  in  public  office  that  went  to 
graduates  of  Oxford  and  Cambridge.  So  those  walls  had  to  be  stormed.  The  assault  was 
primarOy  in  the  hands  of  two  royal  commissions  appointed  in  1850. 

Even  before  that  tim.e,  rumblings  of  discontent  were  bubbling  up  within  the 
universities,  especially  from  the  ranks  of  the  university  professors  who  had  relatively 
little  voice  in  the  governance  of  the  universities  compared  with  the  fellows  of  the 
endowed  residential  colleges  who  constituted  the  corporate  and  financial  authorities. 
Thomas  Arnold  represented  the  moderate  modernists  who  would  try  to  make  the 
upper  classes  more  socially  useful  and  the  middle  classes  more  civilized.  John  Henry 
(later  Cardinal)  Newman  typified  the  traditionalist  who  was  ready  on  behalf  of  faith 
and  reason  to  resist  all  encroachment  by  the  modernists.  By  mid-century  restless 
professors  like  Benjamin  Jowett  were  convinced  that  genuine  reform  could  be  achieved 
only  when  the  Church  of  England  monopoly  was  broken.  Only  Parliament,  by 

^Ibid.,  p.  21. 
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removing  religious  tests  on  these  matters,  could  open  matriculation  and  degrees,  as 
wed  as  the  seats  on  the  governing  corporations,  to  nonconformists. 

When  the  Royal  Commissions  began  their  work  the  colleges  set  up  the  cry  of 
autonomy,  arguing  that  the  Commissions  had  no  authority  over  them.  The  long¬ 
standing  issue  of  the  right  of  government  in  the  name  of  national  welfare  to  reform  a 
university  that  was  not  doing  its  part  in  national  development,  a  confrontation  so 
familiar  in  the  developing  nations  of  the  second  half  of  the  twentieth  century,  was 
having  a  dress  rehearsal  in  the  mid-nineteenth.  As  far  as  modernization  is  concerned, 
the  government’s  intervention  speeded  the  process. 

The  Oxford  Commission  found  students  lazy  and  idle,  underachieving  and 
dissolute,  the  curriculum  irrelevant  to  the  social  needs  of  England,  and  the  whole 
institution  geared  to  training  clergymen  for  the  Church  of  England  rather  than  for  the 
public  affairs  of  a  modernizing  Britain.  The  recommendations  included  greater  atten¬ 
tion  to  specialization  of  professors  and  students,  to  mathematics,  science,  and  tech¬ 
nology,  and  to  the  responsibilities  of  careers  in  the  public  service;  all  these  famfliar 
themes  of  modernity.  The  university  bills  when  passed  (for  Oxford  in  1854  and  for 
Cambridge  in  1856)  abolished  the  Church  of  England  religious  test  for  degrees,  but  the 
test  for  faculty  members  on  the  governing  boards  remained  until  1871. 

So  Britain  took  a  major  step  toward  modernization  when  it  opened  the  tradi¬ 
tional  universities  to  the  nonconformists  of  the  middle  classes,  but  this  was  by  no 
means  the  broad  participation  in  higher  education  that  came  to  mark  a  fully  modern 
educatonal  system,  especially  as  developed  in  the  United  States.  The  English  universi¬ 
ties  were  still  far  behind  the  technical  faculties  of  France  and  the  professional  research 
institutes  of  German  universities.  England  achieved  its  modern  education  by  the 
explosive  and  intermittent  efforts  of  innumerable  voluntary  groups,  some  stable  and 
large  in  scope,  others  ad  hoc  and  fleeting.  When  England  finally  got  around  to 
sustained  governmental  action  in  the  field  of  education,  as  in  the  period  from  1850  to 
1870,  more  happened  in  higlier  education  than  at  any  time  since  the  educational 
revolution  of  the  later  sixteenth  and  early  seventeenth  centuries.  But  one  could  arpe 
that  because  France,  Germany,  and  the  United  States  turned  earlier  to  large-scale 
governmental  action,  they  approached  modernity  in  their  educational  systems  more 
rapidly  than  did  Britain. 


B.  THE  SWING  OF  THE  PENDULUM  IN  FRANCE 

Prior  to  the  French  Revolution  the  control  and  support  of  schools  in  France  were 
largely  in  the  hands  of  the  various  teaching  orders  of  the  Catholic  Church.  At  the 
elementary  level,  for  example,  the  Institute  of  the  Brothers  of  the  Christian  Schools  by 
1790  provided  charity  education  in  over  125  schools  for  the  poor  and  unfortunate; 
and  several  orders  of  sisters,  principally  the  Ursulines  and  the  Congregation  of  Notre 
Dame,  gave  elementary  instruction  to  ^rls.  In  addition,  there  were  scores  of 
petites  ecoks  taught  by  private  teachers  for  boys  and  girls  whose  parents  could  pay  the 
fees;  and  in  the  larger  towns  there  were  writing  schools  preparing  clerks  and  accoun¬ 
tants  for  commercial  jobs.  The  estimate  is  made  that  near  the  end  of  the  eighteenth 
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century  something  less  than  half  the  males  and  about  one-fourth  of  the  females  of 
France  were  literate.'* 

When  the  Jesuit  schools  were  closed  in  France  by  royal  edict  in  1764,  and  the 
order  was  suppressed  by  the  Pope  from  1773  to  1814,  this  left  an  enormous  gap  in 
French  secondary  education.  Their  schools  were  transferred  to  the  Oratorians  and 
other  teaching  orders  or  simply  stood  vacant.  Secondary  education  was,  however, 
available  in  the  colleges  of  those  universities  which  had  Faculties  of  Arts.  All  told, 
there  were  more  than  70,000  students  in  some  500  colleges  in  France  in  the  1780s, 
most  of  which  were  heavily  classical,  humanistic,  and  religious. 

The  philosophes  proposed  greater  attention  to  practical  and  technical  education 
to  prepare  boys  for  a  trade  or  a  career  in  business  and  commerce,  but  the  response  by 
the  regular  elementary  and  secondary  schools  was  limited.  A  few  trade  schools  and 
schools  tor  drawing  and  design  did  appear  for  the  lower  classes  as  well  as  military  and 
naval  schools  for  the  nobility.  Some  charity  schools  began  to  give  some  attention  to 
manual  arts,  but  by  and  large  the  elementary  and  secondary  schools  were  slow  to  take 
up  practical  studies,  a  term  usually  intended  to  refer  not  only  to  the  mechanical  and 
industrial  arts  but  to  such  nonclassical  studies  as  French  history,  language,  and 
literature,  mathematics,  science,  geography,  political  economy,  art,  music,  and  physi¬ 
cal  education 

the  classical  and  humanistic  bias  also  applied  to  the  twenty-one  universities 
which  boasted  twenty-one  faculties  of  law,  eighteen  faculties  of  medicine,  eighteen 
faculties  of  theology,  and  eighteen  faculties  of  arts.  They  continued  to  be  heavily 
traditional  in  content  and  teaching.  The  College  de  France  did  embrace  a  wider  range 
of  sciences,  but  the  universities  continued  to  be  the  preserves  of  conservative  religious 
groups  backed  by  the  Bourbon  monarchy,  which  kept  a  watchful  eye  on  their  political 
and  social  doctrines  as  weO  as  their  religious  teachings. 

Nevertheless,  the  modernizing  needs  of  the  nation  for  new  professional  and 
technical  training  were  being  met  by  establishing  separate  institutions  outside  the 
universities.  All  told  there  were  more  than  seventy  of  these  specialized  schools  prior  to 
the  Revolution,  ranging  from  engineering,  mining,  military  and  naval  science,  and 
veterinary  medicine  to  art  and  music.  Chief  among  these  was  the  School  of  Bridges  and 
ffighways  formalized  by  Turgot  in  1775  and  the  School  of  Mines  in  1778.  These 
advanced  technical  schools  were  major  factors  in  building  a  competent  corps  of  trained 
manpower  contributing  to  the  nationalizing  power  of  France.  Much  of  the  expertise 
thus  developed  went  into  the  revolutionary  wars  that  kept  France  occupied-and 
victorious-on  the  continent  of  Europe  for  some  25  years  until  the  final  defeat  of 
Napoleon  in  1815. 

This  then  was  the  educational  situation  under  the  ancien  regime:  charity  schools 
for  the  lower  classes  conducted  by  the  teaching  orders  of  the  Catholic  church  and 
prirate  “little  schools”  available  for  a  fee;  classical  secondary  schools  conducted  by  the 
teaching  orders  of  the  church;  technical  schools  for  practical  occupations  supported  by 

R  C.  Barnard,  Education  and  the  French  Revolution,  Cambridge  University  Press,  London,  1969, 
p.  8,  and  C.  Arnold  Anderson  and  Mary  Jean  Bowman  teds.),  Education  and  Economic  Develop¬ 
ment,  Aldine,  Chicago,  1965,  pp.  332-340. 
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the  state;  and  universities  dominated  by  the  church  offering  a  traditional  education  in 
the  arts  and  in  the  learned  professions  of  medicine,  law,  and  theology.  There  was  little 
or  no  system  or  national  design  for  education  of  the  populace;  and  relatively  little 
attention  to  the  new  science  and  philosophy  of  the  Enlightenment. 

Naturally,  the  philosophes  began  to  turn  their  literary  and  intellectual  guns  upon 
the  need  for  educational  reform.  From  the  middle  of  the  eighteenth  century  to  the 
onset  of  the  Revolution  the  theoretical  outlines  of  modern  education  were  being 
drawn  up  by  such  philosophes  as  Rousseau,  Helvetius,  Condillac,  and  Diderot,  while 
specific  programs  for  institutional  change  were  presented  by  such  statesmen  and  men 
of  affairs  as  Chalotais,  Rolland,  Turgot,  Mirabeau,  Talleyrand,  and  Condorcet.  All  told 
the  plans  spelled  out  almost  all  possible  variations  on  the  major  themes  of  modem 
education:  Remove  the  church  from  its  dominant  place  in  education  and  substitute 
the  civil  authorities  who  will  appoint  and  pay  lay  teachers.  Extend  education  to  the 
people,  and,  if  need  be,  make  it  universal,  free,  and  compulsory.  Remove  the  slarish 
memorizing  of  books,  reduce  the  classics,  and  substitute  the  practical  studies  of 
science  and  the  ethical  studies  appropriate  to  a  democratic  society.  In  sum,  educate 
the  natural  man  for  a  life  of  freedom  and  patriotic  citizenship  in  a  just  state  and 
modern  society.^ 

The  most  elaborate  educational  plan  was  drawn  up  by  Condorcet  at  the  request 
of  the  Legislative  Assembly  (1791-1792).  Condorcet  proposed  a  complete  national 
system  of  secular  schools  to  provide  equal  opportunity  for  all  children,  free,  compul¬ 
sory,  and  universal.  The  aim  was  to  develop  citizens  devoted  to  the  civic,  national,  and 
democratic  purposes  of  the  state.  He  proposed  that  primary  schools  for  ages  six  to  ten 
should  be  established  throughout  the  country  within  walking  distance  for  all  pupils, 
one  school  for  approximately  every  village  of  400  people.  Next,  intermediate  or  higher 
primary  schools  should  be  located  in  all  medium-sized  towns  to  proride  two  or  three 
more  years  of  education,  and  especially  a  technical  or  vocational  education,  for  the 
common  people.  Third,  there  should  be  100  secondary  schools,  or  institutes,  located 
in  the  largest  towns  to  provide  not  only  classical  education  but  a  wide  variety  of 
subjects  adapted  to  the  occupational  needs  of  the  people.  Of  special  interest  here  are 
agriculture,  mechanical  arts,  and  training  for  teachers  of  the  primary  schools.  Finally, 
there  should  be  nine  iycees  to  provide  higher  and  professional  education,  to  take  the 
place  of  the  traditional  universities  and  to  teach  all  the  major  branches  of  knowledge. 
Capping  all  would  be  a  National  Society  of  Arts  and  Sciences  through  which  scholars 
could  exert  influence  over  the  whole  educational  system.  Condorcet’s  plan  was  not  put 
into  practice,  but  it  provided  germinal  ideas  for  generations  of  later  plans  and  laws. 

After  the  Republic  was  established  in  1792  by  the  National  Convention 
(1792-1795),  several  attempts  were  made  to  set  up  a  state  system  of  schools  and  to 
repress  the  church  schools  by  confiscating  their  properties  and  by  suppressing  the 
teaching  orders.  Tlie  Lakanal  law  of  1794  provided  for  a  primary  school  for  every 
i  ,000  people,  to  teach  the  three  R’s  in  French,  along  with  geography  and  nature 
study.  They  were  also  to  instill  republican  ideals  by  teaching  patriotic  songs  and  stories 
and  inculcating  the  doctrines  of  the  Declaration  of  the  Rights  of  Man.  The  Daunou  law 

^For  a  very  Esefu!  summary  of  the  many  proposals  for  educational  reform,  see  Barnard,  loc.  cii. 
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ot  1795  provided  that  each  of  the  several  thousand  communes  should  establish  a 
primary  school  for  the  three  R’s,  and  a  secondarty  or  central,  school  should  be 
estabiisned  for  every  300,000  people  to  give  a  scientific,  secular,  and  practical 
education,  emphasizing  drawing,  mathematics,  natural  history,  physics  and  chemistryy 
history,  political  economy  and  legislation,  and  belles  lettres  as  well  as  the  classical 
languages  and  grammar.  In  these  respects  the  central  schools  for  pupils  thirteen  to 
sixteen  years  of  age  resembled  technical  schools  with  an  academic  bias  rather  than  the 
classical  college.  In  addition  courses  w'ere  to  be  taught  by  specialist  teachers  and  were 
to  be  elective  rather  than  organized  into  a  single  prescribed  curriculum. 

The  central  schools  were  a  most  interesting  modernizing  experiment.  Within  four 
or  rive  years  100  such  schools  had  been  established,  but  it  must  be  remembered  they 
replaced  more  than  500  colleges,  and  they  only  lasted  six  years  before  they  were 
abolished  by  Napoleon  in  1802.  They  had,  however,  opened  the  way  for  middle-class 
d'ildren  to  gain  direct  preparation  for  careers  in  business,  industry,  the  govem- 
merit,  and  the  armed  services.® 

Far  more  influential  perhaps  than  any  other  concrete  institution-building  under¬ 
taken  by  the  revolutionary  governments  was  the  establishment  of  a  series  of  advanced 
specialized  technical  schools.  The  church  schools  had  been  abolished,  repressed,  or 
ir.iimidated.  The  universities  had  been  suspended.  A  constant  series  of  reports,  pro¬ 
posals,  projects,  laws,  and  decrees  went  undiscussed  or  unenforced  in  the  midst  of  the 
rapidly  changing  fortunes  of  revolution  and  continental  wars.  All  this  meant  that 
educational  opportunity  in  general  had  been  greatly  retarded  in  the  twenty-five  years 
from  1790  to  1815;  despite  the  grandiose  plans  for  universal  education  fewer  students 
attended  primary  and  secondary  schools  in  1815  than  forty  or  fifty  years  earlier.  And 
what  gains  toward  modern  education  were  made  in  the  form  of  secular  and  scientific 
education  were  largely  nullified  by  the  return  of  the  Church  to  education  under 
Napoleon  and  the  restored  monarchy.  But  in  the  field  of  technical  and  professional 
education  the  revolutionar>'  government  under  the  Convention  broke  new  ground. 

Many  of  the  technical  schools  that  had  been  established  before  the  Revolution 
were  either  left  undisturbed  or  strengthened  and  multiplied;  for  example,  the  schools 
of  arts  and  crafts  provided  shopwork  in  several  trades,  and  the  Conservatory  of  Arts 
and  Crafts  became  an  outstanding  museum  of  the  industrial  arts.  Other  schools 
provided  instruction  in  the  fields  of  military  ammunition  and  arms,  military  science, 
military  health,  oriental  languages,  mining,  and  fine  arts.  The  crowning  achievement 
was  lYitEcolePolytechnique  to  serve  as  a  school  of  technology  giving  a  common  course 
for  engineers  of  both  military  and  civil  types.  Advanced  courses  in  all  the  basic 
sciences  and  mathematics  and  their  applications  were  offered  to  students  who  were 
very  higlily  selected.  The  rigorous  standards  made  it  one  of  the  most  sought-after 
institutions  in  France.  From  this  fundamental  theoretical  training  a  student  could  go 
on  to  greater  specialization  in  applied  schools  of  mines,  bridges,  and  highways,  and  the 
various  specialties  of  civil  and  military  engineering.  As  Artz  points  out,  these  schools 
helped  to  make  France  a  pioneer  in  technological  education,  for  it  was  the  only 

®See  Frederick  B.  Artz,  The  Development  of  Technical  Education  in  France  1500-1850,  Massa- 
cnasetts  Institute  of  Technology  Press,  Cambridge,  Mass.,  1966,  pp.  125  ff. 
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country  in  the  world  where  enginee,ring  was  a  respected  learned  profession  in  the  eariv 
nineteenth  century.^ 

Beginning  with  the  Directory  (1795-1799)  the  Republican  political  forms  were 
maintained,  but  the  extreme  equalitarianism  and  democratic  Republicanism  were 
tempered  by  a  return  to  middle  class  interests.  With  the  take-over  by  the  Consulate 
(1799-1804)  Napoleon  began  to  give  his  own  personal  stamp  to  the  Republic’s 
political  forms.  This  meant  for  education  a  reinforcement  of  modernity  with  respect 
to  efficient  organization,  central  authority,  differentiation  of  institutions,  and  profes¬ 
sional  training;  it  meant  a  return  to  tradition  as  far  as  religious  control  was  concerned. 

Tlie  most  significant  modernizing  trend  in  France  in  the  first  half  of  the 
nineteenth  century  was  the  building  of  a  strongly  centralized  and  highly  organized 
state  system  of  education.  When  Napoleon  came  to  power,  he  moved  to  reinforce  the 
national  character  of  schools,  but  at  the  same  time  his  Concordat  of  1801  with  the 
Roman  Catholic  Church,  quickly  Mowed  by  the  law  of  1802,  returned  primaiy*- 
schools  to  church  control.  Napoleon  was  favorably  impressed  with  the  work  of  the 
Institute  of  the  Brothers  of  the  Christian  Schools;  furthermore,  he  was  really  more 
interested  in  secondary  education  than  in  primary  education.  It  was  through  the 
secondary  schools  that  he  expected  to  train  a  loyal  and  efficient  corps  of  officials  to 
help  carry  on  Ms  government.  It  was  therefore  important  for  him  to  do  away  with  the 
practically-oriented  and  republican-minded  enthusiasm  of  the  central  schools. 

The  law  of  1802  provided  the  framework  for  a  national  system  of  secondary 
schools  under  state  control.  Although  private  secondary  schools  were  permitted  to 
continue,  the  way  was  paved  for  two  major  types  of  secondary  schools  that  dominated 
French  education  for  a  century  and  a  half,  namely,  the  fycie  for  the  larger  towns  and 
the  coiiege  for  the  smaller  communes.  The  iycee  provided  the  preferred  road  to 
university  study  in  a  seven-year  course  for  ages  eleven  or  twelve  to  eighteen.  It  was 
typically  a  residential  boarding  school,  received  national  funds  for  the  construction 
of  buildings  and  payment  for  teacher’s  salaries,  catered  to  the  aristocratic  classes  of 
society  by  charging  fees,  and  maintained  a  strongly  classical  and  humanistic  course  of 
study,  topped  off  by  philosophy,  logic,  and  mathematics.  The  college  also  gave 
preferment  on  the  .road  to  the  higher  faculties,  but  it  received  a  greater  share  of 
support  from  the  local  community  and  therefore  was  usually  not  so  well-endowed, 
physically  or  intellectually,  as  the  lycee.  In  the  educational  prestige  hierarchy  it  ranked 
below  the  lycee. 

Soon  after  Napoleon  established  the  Empire  (1804-1814)  Ms  decrees  of  1806 
and  1808  brought  ail  French  education  under  his  direct  and  personal  control.  The 
University  of  France  was  established  as  the  supreme  administrative  organization  to 
supervise  all  the  educational  institutions  of  France.  It  was  not  a  university  in  the  usual 
Western  sense,  but  more  nearly  a  centralized  national  department  of  education 
embracing  as  a  corporate  body  all  the  public  teachers  of  the  nation.  A  supreme  master 
to  be  appointed  by  the  emperor  was  the  highest  educational  official.  He  received 
advice  from.'  a  superior  council  of  education  made  up  of  twenty-six  or  thirty  members, 
Mso  appointed  by  the  emperor. 

TMd.,  p.  161. 
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The  whole  country  was  divided  into  twenty-seven  administrative  subdivisions, 
known  as  academies,  each  academy  to  be  headed  by  a  rector,  advised  by  a  councO,  and 
aided  by  inspectors,  all  appointed  by  tire  supreme  master.  The  purpose  of  this 
hierarchy  of  public  officials  was  to  bring  all  public  and  private  schools  closely  under 
national  surveillance,  provide  inspection  of  the  schools,  supervise  the  teachers,  and 
examine  the  students.  Despite  changes  and  modifications,  the  framework  of  French 
educational  organization  remained  essentially  as  defined  here  for  150  years.  It  con¬ 
sisted  of  four  types  of  institutions:  primary  schools,  secondary  schools,  university- 
faculties,  and  other  “establishments  of  higher  education.” 

Napoleon  s  contribution  to  educational  modernization  was  in  the  organizational 
efficiency  at  the  secondary  and  higher  levels  rather  than  at  the  primarly  level.  His 
general  view  of  primary  education  was  summed  up  in  1808  when  he  stated  that  the 
schools  should  teach  the  Roman  Catholic  religion,  inculcate  fidelity  to  the  Emperor, 
and  produce  obedient  citizens  devoted  to  the  church,  state,  and  famOy.  We  have  noted 
that  when  Napoleon  was  overthrown  in  1815  there  were  fewer  students  in  primary 
schools  than  forty  to  fifty  years  earlier,  and  more  than  half  were  stiU  in  private  rather 
than  state  schools. 

But  at  the  higher  levels  Napoleon  was  strongly  in  favor  of  full  state  control.  The 
imperial  university  gathered  in  its  embrace  a  total  of  sev'enty-eight  separate  university 
faculties.  Some  were  remnants  from  the  medieval  university  corporations  that  had 
been  abolished  by  the  Revolutionary  government,  and  some  were  newly  constituted. 
But  they  were  no  longer  university  institutions  comparable  to  those  in  Britain  or 
Germany.  Instead,  there  were  twenty-seven  faculties  of  arts,  fifteen  faculties  of 
science,  thirteen  each  of  law  and  medicine,  and  ten  of  theology.  University  instruction 
carried  on  in  these  separate  faculties  operated  under  strict  regulations  laid  down  by  the 
Mimstry  of  Education.  Attendance  at  lectures  and  exercises  was  compulsory;  the 
courses  of  instruction  were  prescribed  for  each  year;  and  state  examinations  had  to  be 
passed  before  the  student  could  be  promoted  from  one  year  to  the  next. 

Much  of  the  active  scientific  and  applied  research  went  on  outside  the  faculties, 
in  establishments  of  higher  education.  Tliese  were  the  technical  and  professional 
schools  we  have  already  described.  But  a  significant  new  one  was  added  in  1808.  This 
was  the  Ecole  Normale  Superieure  located  in  Paris  and  designed  to  prepare  teachers  for 
the  lycees  and  colleges.  Its  standards  for  selection  and  completion  of  the  two-year 
course  were  very  high.  The  Superior  Normal  School  eventually  came  to  be  looked 
upon  as  a  grande  ecole,  emphasizing  university -grade  instruction  in  classics,  mathe¬ 
matics,  and  other  subjects  appropriate  to  the  secondary  schools.  By  the  middle  of  the 
century  the  most  important  degrees  were  awarded  at  the  Superior  Normal  School  in 
classical  literature  and  grammar,  philosophy,  history,  science,  and  mathematics,  but 
students  could  also  take  courses  at  the  Polytechnic  School  and  Museum.  The  acquisi¬ 
tion  of  subject  matter  and  of  systematic  knowledge  was  considered  to  be  the  chief 
instrument  in  the  teacher’s  preparation  for  teaching.  Graduation  from  a  secondary 
school  was  requisite  to  entrance  to  the  Superior  Normal  School. 

The  specialization  and  differentiation  of  professional  training  for  secondary 
school  teachers  was  a  most  significant  modernizing  step  on  two  counts.  In  the 
seventeenth  and  eighteenth  centuries  the  training  of  teachers  had  been  conducted 
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largely  by  religions  orders,  and  it  had  been  aimed  at  primary  school  teachers.  Now 
France  made  it  a  state  matter  and  a  secondary-school  matter. 

It  was  nearly  a  quarter  of  a  century  before  primary  education  began  to  receive 
the  kind  of  attention  that  Napoleon  had  given  to  secondary  and  higher  education. 
During  the  constitutional  monarchy  of  Louis  Philippe  who  ruled  from  the  July 
revolution  of  1830  until  1848  and  under  the  leadersliip  of  Guizot  as  minister  of  public 
instruction,  a  law  of  1833  provided  the  framework  for  a  French  primary  system  that 
would  become  more  popular  and  widespread  even  if  not  more  equalitarian.  Tliis  law 
required  each  commune  to  establish  a  state  primary  school,  pay  the  teachers,  and 
provide  the  school  building  (usually  as  a  dwelling  for  the  teacher  as  well).  Fees  were  to 
be  charged  those  parents  who  could  pay,  but  poor  children  could  attend  free  of 
charge.  If  the  commune  could  not  afford  to  provide  a  school,  the  state  was  authorized 
to  give  help.  Private  schools  (most  of  which  were  religious  schools)  were  permitted  to 
continue  in  operation,  but  the  teachers  of  these  schools  had  to  be  certified  by  the 
mayor  of  the  commune  as  well  as  by  the  church.  Likewise,  the  religious  emphasis  was 
somewhat  lessened  in  the  state  primary  schools  by  requiring  that  a  child  could  not  be 
forced  to  receive  any  religious  instruction  which  his  parents  did  not  wish  him  to  have. 

In  addition,  a  new  type  of  advanced  education  was  to  be  provided  by  higher 
primary  schools  in  the  principal  towns  and  cities  of  the  departments,  the  ninety-odd 
legal  and  political  subdivisions  of  France.  The  higher  primary  schools  were  designed  to 
offer  to  those  who  completed  the  primary  schools  a  vocational  preparation  in  com¬ 
mercial,  agricultural,  or  industrial  subjects  appropriate  to  the  region.  Furthermore,  a 
primary  normal  school  was  to  be  established  in  each  department  for  the  training  of 
teachers  who  were  to  teach  in  the  primary  schools.  The  Guizot  law  was  naturally 
^PP^sed  by  the  church  as  a  threat  to  its  schools  and  the  freedom  of  parents  to  choose 
religious  schools.  Nevertheless,  primary  schools  increased  by  50  percent  in  fifteen 
years,  from  42,000  in  1832  to  63,000  in  1847;  pupils  increased  from  2  million  to 
3,500,000,  and  normal  schools  from  fourteen  to  seventy-six.  More  than  that,  there  is 
some  evidence  that  literacy  rose  from  less  than  50  percent  to  more  than  65  percent.^ 

The  advance  in  literacy  was  potentially  more  important  for  the  modernization 
process  than  any  particular  reform  in  the  primary  schools  curriculum.  The  law  of  1833 
virtually  fixed  the  primary  school  curriculum  at  the  three  R’s  and  moral  and  religious 
instruction.  This  curriculum  was  somewhat  broadened  in  1850,  when  primary  schools 
were  allowed  to  include,  if  they  wished,  such  studies  as  history,  nature  study, 
geography,  drawing,  and  music. 

Tlie  practical  and  secular  aspects  of  modernization  were,  however,  more  fully 
embodied  in  the  higher  primary  schools  which  were  designed  to  improve  vocational 
competence  on  the  farms  and  in  the  factories  and  cities.  But  the  liigher  primary 
schools  had  a  difficult  time  achieving  social  acceptance  because  of  the  opposition  of 
the  secondary  schools.  The  upper  classes  would  not  send  their  cliildren  to  schools  of 
inferior  status,  and  the  working  classes  often  could  not  afford  education  beyond  the 
rudiments  because  they  needed  the  older  children  at  home  to  contribute  to  the  faiudy 
income. 

®Ibid.,p.  190. 
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In  th0  long  run  one  of  the  most  powerful  moves  in  tlie  direction  of  rnodernizs- 
lion  may  have  been  the  establishment  under  the  law  of  1833  of  a  widespread 
staie-suppofied  system  oi  secular  normal  sciiools.  an  institution  widely'  copied  in  the 
Western  w'orld.  Courses  in  pedagogy  and  methods  of  teaching  modeled  somewhat  on 
Pestaiozzian  lines  were  introduced  into  the  normal  schools  in  the  1830s  and  1840s. 
.Apparently  tiiese  newfangled  ideas  were  considered  dangerous,  for  the  normal  schools 
were  the  targets  of  particular  reproach  by  the  reactionary  elements  of  the  Second 
Republic  and  Second  Empire. 

During  the  struggles  to  establish  the  Second  Republic  of  1848,  it  was  apparent 
tliat  an  ardent  democratic  spirit  motivated  many  of  the  primary  teachers.  They  issued 
strongly  worded  proposals  to  make  primary  education  free,  compulsory  to  age  four¬ 
teen.  and  a  democratic  agency  for  the  achievement  of  greater  opportunity'by  the 
common  people.  But  as  soon  as  the  conservatives  and  monarchists  gained  the  upper 
itand  in  the  short-lived  Second  Republic,  they  set  about  to  quash  the  liberal  movement 
ui  education,  especially  through  a  law  of  1850  which  made  it  easier  for  the  clergy  to 
sit  on  the  educational  councils  and  to  teach  in  the  public  primary  and  secondary 
schools  than  had  been  the  case  under  the  July  monarchy.  The  liierarchical  system  of 
state  and  local  inspectors  was  reinforced,  so  that  the  means  were  provided  of  hunting 
down  the  liberal  teachers,  who  were  charged  with  instigating  the  Revolution  of  1848. 
.As  soon  as  Louis  Napoleon  became  emperor  in  1852,  the  process  of  liberal-hunting 
was  mtensified;  teachers  were  discharged  and  even  e.xiled;  private  and  religious  schools 
were  urged  to  compete  with  the  public  schools;  and  the  normal  schools  were  put  under 
close  surveillance  to  ensure  that  they  did  not  become  soil  for  the  growth  of  liberal 
social  or  educational  ideas. 

The  curriculum  of  the  primary  normal  schools  was  thereupon  narrowed,  shorn 
of  its  courses  in  theory  and  methods,  and  reduced  to  the  acquisition  of  the  subject 
matter  of  the  primary  school  subjects.  Even  the  Superior  Normal  School  received  its 
s.hare  of  rebuke.  Its  degrees  in  philosophy  were  suspended,  or  withheld  from  students 
who  were  suspected  of  liberal  views,  and  instructors  were  forced  to  leave.  After  the 
establishment  of  the  Third  Republic  the  curriculum  of  the  primary  normal  schools  was 
expanded  again,  but  all  the  details  of  entrance,  subjects  tauglit,  textbooks  used,  and 
qualifications  of  the  instructors  in  the  normal  schools  were  determined  by  the  Ministry 
ot  Public  Instruction.  Tlie  system,  completely  closed  and  under  state  control,  aimed  at 
training  efficient,  competent  teachers  loyal  to  the  Republic. 

Although  the  provisions  for  teacher  training  in  France,  Germany,  and  England 
differed,  they  all  held  to  the  principle  that  elementary  school  teachers  should  receive  a 
preparation  different  from  that  for  secondary  school  teachers.  This  disjunctive  prin¬ 
ciple  followed  from  the  social  and  educational  distinctions  that  were  maintained  in  the 
two-track  system  of  schools.  Inasmuch  as  secondary  schools  were  preparatory  to  and 
closely  allied  with  universities,  it  was  expected  that  universities  or  “superior”  institu¬ 
tions  should  prepare  teachers  for  the  secondary  schools.  Inasmuch  as  elementary 
education  did  not  lead  to  the  universities,  it  was  necessary  to  establish  separate  and 
“inferior”  training  institutions  to  prepare  teachers  for  teaching  in  the  lower  schools. 
Social  and  educational  inbreeding  of  teachers  was  accepted  as  normal  and  proper  so 
long  as  a  disjunctive  system  of  education  was  maintained. 
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It  is  something  of  an  anomaly  that  the  land  of  the  most  extreme  equalitarian 
democracy  should  have  developed  a  system  of  education  whose  major  purpose  was  the 
training  of  an  educated  elite  to  serve  in  the  higliest  offices  of  government,  army,  cml 
service,  teaching,  and  the  liberal  professions.  And  two  of  the  major  avenues  for 
preparing  the  elite  were  a  rigorous  selection  of  teachers  and  a  rigorous  selection  of 
students.  The  French  approached  modern  education  through  the  gates  of  a  highly 
centralized  and  Merarchical  national  system,  through  enormous  stress  upon  scholarly 
achievement  based  upon  a  standardized,  prescribed  national  curriculum  and  a  recurring 
system  of  public  examinations  of  increasing  difficulty,  as  the  means  of  admission  to 
higher  institutions  and  many  civil  positions.  like  England,  France  adhered  to  a  dual 
set  of  differentiated  institutions,  the  primary  for  the  working  classes  and  the  secon¬ 
dary  and  higher  for  the  middle  and  upper  classes,  with  relatively  little  chance  for 
transfer  from  one  to  the  other.  Comprehensiveness  was  achieved  by  a  maze  of 
differentiated  institutions  each  with  its  specialized  purpose  and  each  having  little  in 
common  with  the  others. 

Because  of  its  enormous  emphasis  upon  achievement,  the  last  aspect  of  educa¬ 
tional  modernity  that  France  came  to  accept  was  learner-oriented  pedagogy.  The 
anomaly  of  this  is  heightened  by  the  fact  that  the  most  extreme  exponent  of 
child-centered  education  was  Swiss-born,  French-adopted  Jean  Jacques  Rousseau.  In 
reacting  violently  against  the  traditional  belief  that  men  are  bom  in  original  sin, 
Rousseau  went  to  the  opposite  extreme  to  insist  that  human  nature  is  essentially  good. 
The  child  is  bom  vrith  inherent  impulses  that  are  right;  it  is  social  institutions  that 
distort  the  individual  into  ugly  and  vicious  behavior.  Stemming  from  the  doctrine  of 
the  inherent  goodness  of  human  nature,  Rousseau  argued  in  Emile  (1762)  that  learning 
takes  place  best  when  the  child  is  free  to  develop  and  grow  according  to  his  natural 
impulses.  Restrictions  upon  his  growth  should  be  removed,  and  a  pedagogical  setting 
provided  in  which  the  child  can  engage  in  those  activities  which  genuinely  interest  him. 
Echoing  the  realism  of  the  day,  the  best  learning  comes  when  the  learner  is  dealing 
with  physical  objects,  with  the  manual  arts,  and  with  persons  in  a  natural  way. 
Learning  is  hampered  by  too  great  insistence  upon  the  intellectual  discipline  of  the 
tools  of  rationalism,  namely,  mathematics  and  language. 

However  one  assesses  his  views,  they  reflected  a  modem  tendency  in  the 
education  of  the  West  that  steadily  gained  ground  in  200  years,  despite  recurring 
setbacks.  Yet,  Rousseau’s  chief  service  to  modernity  was  a  delayed  one.  It  lay  in 
■directing  attention  to  tlie  desirability  of  studying  the  child,  so  that  education  can  be 
adapted  to  the  characteristics  and  needs  of  the  learner  as  he  progresses  through  the 
natural  stages  of  development  from  infancy  to  adulthood.  His  conceptions  of  freedom, 
growth,  interest,  and  activity  eventually  proved  to  be  powerful  leverages  against  an 
overweening  authority  and  absolutism  in  education  outside  of  France.  Whether  French 
education  would  have  embraced  Rousseau’s  theories  sooner  if  the  Revolution  had  not 
been  diverted  by  Napoleon  and  the  recurring  reactionary  regimes  of  the  nineteenth 
century  is,  of  course,  impossible  to  say.  More  than  100  years  passed  in  France  before 
the  time  seemed  propitious.  It  was  not  until  the  mid-twentieth  century  that  the 
French  educational  establishment  seemed  ready  to  give  more  than  passing  attention 
to  learner-oriented  education. 
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C.  MODERNIZATION  FROM  ABOVE  IN  GERMANY 

At  the  beginning  of  the  eighteenth  century  the  German-speaking^  peoples  of  Central 
Europe  were  still  divided  into  hundreds  of  medieval,  particularist  political  units. 
Germany  then  consisted  of  some  300  kingdoms  or  princely  states  pockmarked  with 
another  300  free  cities  and  a  thousand  imperial  knights.  No  wonder  that  the  task  of 
creating  a  national  state  out  of  such  a  plethora  of  local  authorities  was  greater  and 
later  than  in  France  or  Britain.  However,  some  of  the  more  energetic  German  states, 
notably  Prussia,  began  to  push  hard  toward  consolidating  neighboring  territories  into 
larger  and  more  centralized  state  systems.  In  this  process,  the  middle  classes  found  a 
major  outlet  for  careers  as  bureaucrats  and  civil  servants  in  the  service  of  the  various 
rulers.  This  function  of  preparing  official  personnel  for  the  governmental  bureaucracies 
gave  a  characteristic  professional  role  to  higher  education  in  many  German  states. 
Along  with  their  proclivities  toward  embracing  science  and  technology,  it  gave  the 
German  universities  a  head  start  toward  modernity.  The  modernizing  rulers  also 
quickly  turned  to  organizing  centralized  systems  of  education  clearly  differentiated  as 
to  class  structure,  with  particular  concern  for  practical  studies,  but  stiU  predominantly 
religious  in  tone  and  only  occasionally  learner-oriented. 

Early  in  the  eighteenth  century  a  stimulus  to  modernization  came  from  the 
religious  enthusiasms  of  August  Hermann  Francke  who  had  caught  the  humanitarian 
desire  to  aid  the  unfortunate  as  well  as  the  religious  desire  of  Pietism  to  spread  the 
gospel.  At  Halle,  Francke  establisiied  a  series  of  institutions  that  virtually  ran  the 
pmut  of  a  complete  educational  system:  a  free  school  for  poor  and  orphan  children;  a 
\ernacular  German  school  at  the  elementary  level;  a  Latin  gymnasium  for  fee-paying 
students  at  tlie  secondary  level;  a  Mgher  school  {pddagogium)  originally  intended  for 
noble  students  but  eventually  something  of  a  scientific  academy;  and,  finally,  a 
teacher-training  institution  that  prepared  university  students  to  teach  in  the  elemen¬ 
tary  and  Latin  schools.  In  Francke ’s  Latin  school  the  curriculum  was  much  broader 
than  in  the  usual  classical  school,  including  not  only  religion  and  the  ancient  languages 
but  also  mathematics,  physics,  botany,  anatomy,  history,  geography,  painting,  and 
music,  in  his  pddagogium  the  realistic  studies  found  an  even  larger  place;  considerable 
piorision  being  made  for  the  study  of  mechanics  and  work  with  glass,  copper,  and 
wood,  along  with  laboratory  work  in  natural  history  and  the  physical  sciences. 

Francke  gained  the  support  and  interest  of  King  Frederick  William  I,  who 
established  several  hundred  schools  in  Prussia  on  the  model  of  his  institutions  and 
issued  school  laws  in  1713  and  1717  making  it  compulsory  for  all  parents  to  send  their 
children  to  school.  Tuition  fees  were  to  be  paid  for  poor  children  by  the  communities. 
In  1737  a  general  school  code  authorized  government  aid  to  build  schoolhouses  and 
pay  schoolmasters,  almost  a  century  before  equivalent  action  in  England. 

National  control  in  Prussia  was  pushed  another  step  forward  when  Johann 
Hecker,  a  Pietist  clergyman  and  educator,  joined  forces  with  Frederick  11,  who  had  a 
pMianthropic  concern  for  the  poor  and  downtrodden  but  no  democratic  urge  to  give 
them  a  voice  in  their  own  affairs.  Saving  their  souls,  making  them  better  workers,  and 
sliaping  them  into  loyal  subjects  were  the  prime  motives  of  Frederick,  as  indeed  it  wa*" 
of  the  other  “enlightened”  rulers  of  the  eighteenth  century.  Hecker  applied 
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empirical  outlook  in  the  new  schools  he  established,  whose  very  name  reahchule  gi\es 
a  clue  to  his  interest  in  sense  realism.  Actual  objects  {realien)  were  used  to  illustrate 
the  lessons  from  books:  small-scale  models  of  ships,  buildings,  and  machines,  life-sis 
examples  of  everyday  articles,  and  collections  of  plants,  rocks,  and  small  animals.  The 
overall  emphasis  upon  practical  work  in  mathematics  and  science  was  clear. 

Frederick  asked  Hecker  to  draw  up  his  famous  school  code  of  1763  which  laid 
the  basis  for  a  national  system  of  elementary  education  in  Prussia,  some  seventy  years 
before  France  did  so.  In  these  regulations  achievement-oriented  education  was  the 
rule,  religion  and  literacy  playing  the  predominant  roles  and  the  state  setting  standards 
for  the  church  teachers  to  meet.  Attendance  was  made  compulsory  from  five  to 
thirteen  years  of  age,  and  specific  school  hours  were  prescribed.  Children  were 
required  to  pass  state  examinations  prepared  by  the  clergy.  New  state  inspectors  were 
entrusted  with  the  regular  supervision  of  schools.  Teachers  had  to  obtain  a  license  and 
be  approved  by  the  state  inspectors  as  well  as  by  the  church  consistory  before  they 
could  be  employed.  Curriculums,  textbooks,  and  the  qualifications  of  teachers  were 
prescribed  in  detail.  In  1765  Frederick  issued  a  similar  school  code  for  the  Catholic 
county  of  Silesia,  which  he  had  conquered  and  won  from  Austria.  These  were 
important  transition  steps  toward  a  modern  national  system  of  education. 

The  final  step  in  establishing  full  state  authority  over  Prussian  schools  came  in 
1787  under  Frederick  William  II,  when  a  school  code  took  the  supervision  of  schools 
out  of  the  hands  of  the  clergy  and  put  it  in  the  hands  of  a  state  ministry  of  education, 
a  central  agency  of  education  to  control  all  elementary  and  secondary  schools.  It  also 
instituted  the  leaving  examination,  which  all  graduates  of  a  secondary  school  had  to 
pass  for  admittance  to  the  university.  The  principles  of  state  education  under  state 
control  for  authoritarian  purposes  were  thus  established  in  Prussia  just  before  the 
Revolution  broke  out  in  France. 

Although  the  scientific  and  practical  goals  of  a  modern  education  were  being 
forecast  in  a  few  German  schools  like  those  of  Becker’s  reahchule  and  Johami 
Bernhard  Basedow’s  philanthropinum,  they  could  not  invade  the  classical  secondary 
schools.  The  reahchulen  had  to  be  set  up  as  separate  institutions.  Nevertheless,  the 
traditional  secondary  schools  were  not  standing  still;  they  began  to  reflect  a  new  and 
enlivening  interest  in  the  classics  as  promoted  by  such  humanists  as  Lessing  and  Herder 
who  argued  that  the  Greek  classics  even  more  than  Latin  were  the  fountainheads  of 
good  taste  and  reason.  As  the  French  influence  was  cast  off  in  the  middle  of  the 
eighteenth  century  and  a  new  crop  of  German  literary  men  turned  to  Greece  for  their 
inspiration,  the  old  Latin  schools  became  gymnasiums,  the  very  name  harking  back  to 
the  ancient  Greek  schools  of  that  name  and  the  curriculum  giving  larger  place  to  Greek 
language  and  literature.  That  was  not  exactly  a  move  toward  the  modem,  but  an 
important  change  was  taking  place  in  the  German  universities,  destined  to  influence 
educational  modernization  throughout  the  West. 

A  vital  intellectual  life  was  allowed  to  develop  in  Germany  in  the  eighteenth 
century  by  the  -rulers  who  professed  an  enlightened  care  for  the  interests  of  their 
people.  Under  Frederick  II,  for  example.  Enlightenment  science,  philosophy,  and 
literature  gained  favor  not  only  at  court  but  also  at  the  universities,  which  began  to 
lose  their  narrowly  ecclesiastical  character  and  to  take  on  the  air  of  public  institutions 
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intended  to  train  the  loyal  citizen  and  the  competent  ci\il  ser^^ant.  At  the  University  of 
Halle,  founded  in  1694,  Christian  Thomasius,  the  rationalist,  and  Francke,  the  Pietist, 
led  a  revolt  against  Lutheran  orthodoxy.  x4fter  1706  Christian  Wolff  infused  the  new 
science  and  rationalism  into  Halle,  insisting  upon  the  liberal  right  and  duty  of  free 
investigation.  Philosophy,  separated  from  traditional  theology,  began  to  adopt  the  garb 
of  modern  mathematics  and  physics.  Another  step  forward  occurred  when  a  university 
was  founded  at  Gottingen  in  1734.  Here  the  ideas  were  even  more  liberal  than  at  Halle; 
almost  complete  freedom  was  given  to  a  professor  once  he  had  been  appointed.  Other 
universities,  both  Protestant  and  Catholic,  following  the  lead  of  Halle  and  Gottingen, 
g-adually  adopted  the  new  learning. 

In  sum,  the  modernizing  changes  of  the  Enlightenment  influenced  the  German 
universities  more  quickly  and  more  fundamentally  than  they  did  the  English  or 
French.  Scholastic  Aristotelian  philosophy  was  superseded  by  a  rational  philosophy 
founded  upon  the  principles  of  the  physical  sciences  and  mathematics.  The  hard-and- 
fast  curriculum  was  loosened  up  by  the  principle  of  freedom  of  teaching  and  learning. 
Sheer  exposition  of  a  canonical  text  gave  way  to  the  scholarly  systematic  lecture.  The 
formal  disputation  was  replaced  by  the  research  seminar.  Finally,  the  German  language 
ousted  Latin  as  the  medium  of  instruction. 

As  the  eighteenth  century  ended,  however,  with  its  cataclysmic  upheavals,  the 
German  states  w^ere  neither  ready  to  join  in  with  active  revolution  by  overthrowing 
their  traditional  governments  as  in  France  and  America,  nor  ready  to  repress  the 
revolution  with  overpow^ering  counterforce  as  in  Europe  farther  east.  R.  R.  Palmer 
calls  the  German  response  the  “revolution  of  the  mind,”  an  ambiguous  development 
which  seemed  to  approve  of  the  liberal  movements  in  theory  but  not  to  put  them  into 
practice.^  Whereas  the  revolution  peaked  in  France  in  the  last  decade  of  the 
eighteenth  centuiy^  its  climax  in  Germany  arrived  in  the  first  decade  or  two  of  the 
nineteenth  century,  while  it  was  receding  in  France  and  the  United  States. 

This  was  the  period  when  the  German  drive  for  national  identity  took  on  a 
tremendous  momentum,  along  with  a  cultural  efflorescence  matched  only  a  few  times 
in  Western  cmlization.  This  was  the  period  of  Goethe  and  Schiller,  Herder  and 
ScMeiemiacher,  Mozart  and  Beethoven,  Fichte,  Kant,  and  Hegel.  It  was  the  time  when 
the  princely  rulers  were  motivated  to  modernize  their  realms  from  the  top  down  with 
the  aid  of  their  bureaucratic  civil  servants,  the  middle  classes,  and  university  intel- 
lectuais  and  against  the  opposition  of  the  privileged  aristocracy  of  the  Holy  Roman 
Empire  and  established  church.  The  universities  became  centers  of  radical  thought, 
combining  German  nationalism  with  liberal  pleas  for  freedom  of  the  spirit  and 
intellectual  inquiry-so  long  as  thought  did  not  become  too  activist  in  revolt  against 
the  established  order.  Freedom  of  teaching  and  freedom  of  learning  rallied  the 
university  communities-so  long  as  they  did  not  spill  over  too  much  into  the  realm  of 
political  action. 

During  the  reign  of  Frederick  William  HI  (1797  to  1840)  the  struggles  between 
conserv^atism  and  liberalism  in  German  education  were  touch  and  go.  For  ten  to  fifteen 
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years  after  the  defeat  of  Prussia  by  Napoleon  in  1807,  it  looked  as  though  liberalism 
might  win.  Prompted  by  such  men  as  Fichte  and  von  Humboldt,  the  king  allowed 
liberal  ideas  to  be  expressed  as  a  means  of  regenerating  Prussia  and  nationalizing 
Prussian  education.  These  men  felt  that  Prussia  could  be  rejuvenated  by  an  integrative 
system  of  education  of  the  ladder  type  in  which  every  child  would  have  an  equal 
opportunity  of  climbing  as  far  as  his  talents  would  enable  him  to  go.  In  this  way  the 
class  distinctions  that  divided  Prussia  socially  might  be  lessened. 

For  a  while  it  looked  as  though  educational  reform  might  parallel  the  social 
reforms  of  1807  to  181 1,  when  serfdom  was  abohshed,  towns  were  made  independent 
of  feudal  control,  and  peasants  gained  a  large  share  in  the  ownership  of  land.  Fichte 
was  made  head  of  the  University  of  Berlin,  founded  on  liberal  principles  in  1809,  and 
von  Humboldt  was  put  in  charge  of  Prussian  education.  Teachers  sent  to  study 
learner-oriented  Pestalozzian  methods  in  Switzerland  came  back  to  become  heads  of 
the  public  teacher-training  schools  and  provincial  departments  of  education.  Ele¬ 
mentary  education  in  Prussia  was  on  the  way  to  becoming  the  most  enlightened  and 
modern  in  the  world,  especially  attracting  the  attention  of  French  and  American 
educators  in  the  1820s  and  1830s.  The  basic  curriculum  was  broadened  to  include 
nature  study,  geography,  drawing,  and  music,  in  addition  to  reading,  writing,  and 
arithmetic  as  Johann  Friedrich  Pestalozzi  recommended. 

Pestaiozzi  was  not  the  radical  secularist  that  Rousseau  was.  He  always  put 
traditional  religous  and  moral  instruction  of  children  at  the  top  of  his  list  of  important 
aims  of  education.  To  be  sure,  he  talked  of  social  reform,  and  he  had  allied  himself 
with  liberal  groups;  but  he  looked  upon  reform  of  society  as  a  thing  to  be  achieved  by 
helping  the  individual  to  help  himself.  Apparently  even  this  approach  went  too  far  for 
the  conservatives  of  Prussia  and  France,  but  his  humanitarian  sympathy  for  the 
downtrodden  and  underprivileged  touched  a  responsive  chord  among  philanthropicaily 
minded  middle  classes.  Likewise,  Pestalozzi ’s  emphasis  upon  the  practical  activities  of 
children,  starting  with  motor  skills  and  leading  to  vocational  competence  in  farming, 
trade,  and  industry,  attracted  those  who  were  dissatisfied  with  the  exclusively  literary 
and  linguistic  emphasis  of  most  schools  of  the  day. 

Above  all,  however,  it  was  Pestalozzi’s  conception  of  learning  that  appealed  to 
educators  who  were  looking  for  new  ways  to  teach  the  children  of  the  common 
people.  In  tills  respect,  too,  Pestalozzi  did  not  offend  by  his  radicalism  but  attracted 
favorable  attention  by  his  application  of  Locke’s  empiricism  and  Rousseau’s  natural¬ 
ism  without  giving  up  a  regard  for  religious  sensitivity.  His  theory  of  individual 
development  of  the  learner  thus  became  his  most  effective  contribution  to  modernity 
in  educational  theory  and  method.  He  looked  upon  the  child  as  a  unity  made  up  of 
separate  faculties  of  moral,  physical,  and  intellectual  powers,  ail  of  which  were  to  be 
harmoniously  developed  by  the  teacher. 

The  natural  instincts  of  the  child  should  provide  the  motives  for  learning,  rather 
than  prodding  and  compulsion  from  without.  Cooperation  and  sympathy  are  the 
means  to  achieve  discipline,  rather  than  physical  punishment.  In  this  way  the  natural 
powers  of  the  child  can  develop  and  can  be  freely  expressed.  It  is  the  job  of  the 
teacher  to  adapt  instruction  to  the  individual  child  according  to  the  various  stages  of 
Ms  natural  development.  Since  sense  perceptions  provide  the  most  important  elements 
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in  the  development  of  the  mind  of  the  young  child,  it  is  necessa^  for  the  child  to  rely 
at  the  earliest  stages  upon  observation  of  actual  things  and  natural  objects  rather  than 
upon  books  and  reading.  Pestalozzi  de\ised  a  whole  series  of  object  lessons  in  order  to 
give  full  play  to  the  child’s  senses  of  sight,  touch,  and  sound  and  as  the  means  of 
acquainting  him  with  the  fundamentals  of  language,  number,  and  form.  Plants, 
animals,  special  models,  tools,  drawing,  modeling,  music,  and  geography  were  impor¬ 
tant  items  in  Pestaiozzi’s  program  for  developing  the  perceptive  faculties.  Such 
methods  made  a  startling  impression  upon  educators  accustomed  only  to  the  reading 
of  books,  memorizing,  and  reciting.  Pestaiozzi’s  emphasis  upon  proceeding  from  the 
particular  to  the  general,  from  the  concrete  to  the  abstract,  was  particularly  impressive 
at  a  time  when  children  were  learning  Latin  with  little  understanding  of  its  meaning. 

Most  important  of  all,  Pestaiozzi’s  methods  were  so  systematically  developed 
that  it  was  soon  recognized  that  a  new  kind  of  teacher  training  was  necessaryu 
Henceforth,  teachers  would  need  to  study  the  nature  of  the  child  more  closely  in  order 
to  guide  his  development  properly  and  to  adjust  instruction  to  his  requirements  and 
interests.  Once  this  need  had  been  recognized,  an  enormous  step  forward  had  been 
taken.  At  last  primary  schoolteaching  could  be  looked  upon  as  a  profession  that 
required  special  and  professional  preparation  and  not  merely  as  a  task  for  someone 
who  could  do  little  more  than  make  quill  pens  or  whittle  strong  birch  rods— and  use 
them.  Pestalozzi  made  a  lasting  contribution  to  the  rise  of  the  modern  professional 
educator  who  needed  to  know  pedagogy  and  understand  the  learner  as  well  as  know 
the  rudiments  of  the  subject  he  was  trying  to  teach. 

Conducting  his  schools  at  Burgdorf  and  Yverdon  with  sympathy  and  gentleness, 
Pestalozzi  tried  to  recapture  the  ideals  of  a  sound  famiy  life  with  its  emphasis  upon 
mild  discipline,  loring  care  for  children,  and  religious  and  moral  inspiration.  He 
broadened  the  conception  of  what  the  primary  school  curriculum  should  contain  and 
perhaps  more  than  any  other  single  person,  helped  to  introduce  into  it  instruction  in 
geography  and  nature  study,  drawing,  and  music,  along  with  the  more  commonly 
accepted  studies  of  reading,  writing,  and  arithmetic.  After  Pestalozzi  the  truly  modern 
primaiy^  school  education  could  no  longer  be  routine  parroting  limited  to  the  three 
R’s.  His  were  perhaps  the  first  schools  of  joy  and  love  to  gain  wide  attention.  But  this 
was  not  the  mood  of  nineteenth  century  Germany. 

Reliance  upon  piety  and  moral  instruction  as  a  means  to  the  development  of 
loyalty  to  the  nation  became  important  in  German  elementary  schools.  History  and 
literature  extoEing  Germany  were  put  into  the  curriculum  as  a  means  of  instilling 
national  loyalties,  and  physical  education  as  a  foundation  for  military  training.  In 
these  ways  social  and  educational  traditionalism  began  to  regain  the  upper  hand  as  the 
short-lived  liberal  trends  came  under  attack  soon  after  the  Congress  of  Vienna  in  1815. 
Pestalozzian  ideas  of  the  regeneration  of  society  through  education  began  to  give  way 
to  religious,  disciplinary,  and  military  obedience.  Frederick  William  III  valued  educa¬ 
tion,  not  as  a  modernizing  agency  for  the  reform  of  society,  but  as  a  means  of  making 
the  common  people  satisfied  with  their  lot,  happy  in  their  appointed  place,  and  loyal 
to  the  king.  By  1830  the  hopes  of  the  liberals  for  an  integrative  system  were  dashed, 
and  a  disjunctive  two-track  system  of  education  was  firmly  established— elementary 
schools  for  the  common  people  (voikschulen)  serving  over  90  percent  of  the  popula- 
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tion.  and  secondary  schools  for  the  upper  classes  serving  less  than  10  percent.  The 
repressive  Carlsbad  decrees  of  1819  were  designed  to  stamp  out  liberalism  among  the 

faculties  and  students  of  the  universities. 

His  hand  strengthened  by  conser\^ative  reaction  in  Austria  and  Prussia,  Frederick 
William  III  retreated  from  the  libertarian  movement  and  reestablished  religious  and 
authoritarian  control  of  education  under  his  personal  supervision.  The  department  of 
public  instruction  was  shifted  from  the  Department  of  Interior  to  the  Ministry  of 
Religion,  Education,  and  Public  Health-  The  country  was  divided  into  pro\inces  and 
subdmdk  into  counties  and  local  committees,  each  with  a  school  board  representing 
the  various  religious  groups  in  the  community.  School  inspection  was  put  into  the 
hands  of  local  ministers  or  priests. 

The  basic  elementary  school  curriculum  throughout  the  latter  part  of  the 
nineteenth  century  was  shaped  by  religion  and  nationalism  designed  to  produce 
obedient,  loyal,  and  humble  subjects  of  the  monarchy.  The  methods  of  instruction 
were  likewise  shaped  to  emphasize  discipline,  obedience  to  the  authority  of  the 
teacher,  and  reliance  upon  the  authorized  textbooks,  rather  than  the  development  of 
initiative  or  resourcefulness  among  the  students. 

In  the  first  half  of  the  nineteenth  ceniury  the  classical  gymnasium  won  its  way 
as  the  standard  secondary  school  of  Germany.  A  nine-year  school  for  boys  from  the 
ages  of  nine  to  eighteen  years,  it  was  the  preferred  road  to  the  universities,  public 
office,  and  the  army.  It  emphasized,  above  all,  the  study  of  Latin  and,  to  a  lesser 
degree,  Greek,  mathematics,  science,  history,  and  geography.  Religion  continued  to 
hold  a  high  place.  When  the  leaving  examination  (abitur)  taken  at  completion  of  the 
gymnasium  was  recognized  for  admission  to  the  universities,  the  hold  of  the  gym- 
msium  upon  German  education  was  ensured. 

Repeated  attempts  by  modernizing  liberals  to  increase  the  amount  of  science 
and  introduce  the  modem  foreign  languages  were  turned  back;  even  the  efforts  to 
make  classical  study  a  creative  and  liberalizing  experience  in  the  spirit  of  a  new 
humanism  in  the  1820s  were  defeated.  The  supremacy  of  a  narrower  study  of  Latin 
grammar  was  supported  by  the  repressive  Carlsbad  decrees,  which  reinforced  strict 
supervision  of  the  curriculum  and  weeded  out  any  teachers  or  students  who  dared  to 
deviate  from  the  straight  and  narrow  path  of  obedience  and  loyalty  to  the  king. 

On  the  whole,  however,  the  German  universities  were  able  to  make  substantial 
strides  toward  freedom  for  the  individual  professor  and  for  the  individual  student. 
Despite  the  reactionary  attempts  in  the  early  decades  to  stamp  out  liberalism  in  the 
universities,  von  Humboldt  made  of  Berlin  a  university  of  independence  and  freedom- 
instruction  was  carried  on  not  in  the  form  of  a  prescribed  curriculum,  but  in  an 
academic  atmosphere  in  which  the  professor  had  freedom  to  teach  what  he  thought 
best  and  the  student  freedom  to  study  what  he  desired. 

As  the  interest  in  speculative  philosophy  and  classical  humanities  was  over¬ 
shadowed  by  the  rise  of  research  in  mathematics  and  the '  physical  sciences,  an 
ever-increasing  specialization  took  place,  a  sure  sign  of  the  onset  of  modernity. 
Consequently,  the  number  of  departments  increased;  the  number  of  professors  in  each 
department  multiplied  many  times;  and  the  greater  need  of  specializing  in  order  to 
reach  a  competent  degree  of  scholarship  led  to  the  free  use  of  the  elective  principle. 
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The  student  was  not  required  to  follow  a  round  of  prescribed  studies  but  was  free  to 
select  the  field  of  study  in  which  he  wished  to  specialize  and  to  attend  the  lectures  he 
needed  in  order  to  pass  the  examinations  and  obtain  his  degree.  The  faculties  of  the 
German  universities  became  models  for  graduate  and  professional  schools  everwheie. 
The  English  and  American  types  of  undergraduate  college  w^ere  not  a  part  of  German 
higher  education:  their  functions  were  to  be  served  by  the  gymnasium.  The  highest 
ideal  of  the  German  university  w^as  the  training  of  the  research  specialist. 

The  concern  for  professional  specialism  had  long  spilled  over  into  the  prepara¬ 
tion  of  teachers.  At  Francke’s  institute  in  Halle  special  attention  had  been  given  to  the 
problemis  of  prospective  teachers,  and  Hecker  established  regular  seminars  for  training 
teachers  at  his  realschule  in  Berlin.  Frederick  the  Great  was  so  impressed  by  Hecker’s 
work  that  he  urged  teachers  to  attend  his  realschule.  Other  teacher-training  institutions 
were  established  in  Austria,  Saxony,  and  Silesia.  The  new  humanists  of  the  eighteenth 
century  also  influenced  teacher  education,  not  so  much  through  special  pedagogical 
training  as  through  a  thorough  grounding  in  classical  scholarship  for  the  teachers  who 
would  man  the  gymnasiums.  This  scholarly  conception  of  teacher  education  assumed 
that  all  a  good  teacher  needed  was  mastery  of  subject  matter. 

As  a  result  of  the  modernizing  thrust  of  the  liberal  movement  in  the  early 
nineteenth  centuiyq  the  teacher-training  institutions  of  Prussia  became  models  for  the 
world  to  follow.  Before  1840,  standards  were  raised  in  the  preparation  of  elementary 
school  teachers  by  borrowing  much  from  Pestalozzian  practices.  New^  teachers’  sem¬ 
inaries  w^ere  set  up  under  state  control,  the  curriculum  w^as  broadened,  and  courses 
were  introduced  in  methods  of  teaching,  theory,  pedagogy,  and  didactics.  In  1848, 
liberal  teachers  linked  their  proposals  for  a  more  democratic  school  system  with  the 
idea  that  elementary  teachers  should  be  trained  in  the  universities  along  with  secon¬ 
dary  teachers,  but  that  proved  to  be  a  far  too  radical  and  presumptuous  idea. 

The  threatened  revolution  of  1848  brought  a  stern  reaction  from  Frederick 
William  IV  (1840-1861)  who,  far  from  looking  upon  education  as  a  means  of  social 
improvement,  \dewed  the  schools  as  a  means  of  counteracting  unauthorized  religious 
and  political  ideas.  He  rebuked  the  elementary  school  teachers  of  Prussia  for  their  part 
in  the  revolutions  of  1848,  charging  that  they  had  been  instrumental  in  stirring  up  the 
people  to  the  outrageous  act  of  requesting  a  constitution.  His  regulations  of  1 854  were 
designed  to  reemphasize  obedient  habits  and  proper  respect  for  religion  and  the  king. 
He  especially  concentrated  on  the  teacher-training  institutions  as  a  means  of  carrying 
out  these  aims.  Once  again  the  attempt  to  liberalize  German  education  had  failed;  the 
potentiality  of  education  had  been  recognized  by  the  ruling  classes,  and  they  were 
more  than  ever  determined  that  the  schools  should  be  used  for  their  purposes,  not 
those  of  the  lower  classes. 

The  repressive  regulations  of  1854  struck  down  dangerous  instruction  in 
pedagogy  dealing  with  the  methods  and  theory  of  education,  a  move  designed  to  limit 
instruction  in  the  teachers’  seminaries  to  those  safe  subjects  that  were  taught  in  the 
elementary  schools.  Some  of  the  professional  content,  however,  was  restored  by 
regulations  of  1872,  which  gave  more  freedom  to  such  secular  subjects  as  history  of 
education,  theory,  psychology,  and  logic.  But  the  hierarchical,  disjunctive  German 
system  did  not  permit  university  instruction  for  elementary  teachers. 
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However,  the  early  liberal  movement  did  effect  certain  changes  in  the  prepara¬ 
tion  of  secondary  school  teachers.  Some  of  the  universities  began  to  give  special 
instruction  in  pedagogical  seminaries  for  prospective  teachers  who  were  required  to 
pass  state  examinations  before  they  could  acquire  certificates  to  teach.  These  examina¬ 
tions  included  major  subjects  offered  in  the  secondary  schools-classics,  mathematics, 
science,  history,  and  geography.  A  year  of  practice  teaching  was  also  required  for  ail 
new  teachers.  Such  developments  soon  attracted  the  attention  of  educators  in  various 
other  nations,  both  libertarian  and  authoritarian,  who  sought  to  borrow  ideas  for  the 
improvement  of  teacher-training  institutions  along  German  models. 

Indeed  the  quest  for  emulation  was  radiating  in  all  directions  from  the  piimar}- 
modernizing  centers  of  western  Europe.  Not  only  did  Britain,  France,  and  Prussia 
influence  each  other,  there  were  other  centers  of  creativity  in  Switzerland,  in  Austria, 
in  Poland,  in  the  Low  Countries,  and  in  Scandinavia.  But  up  to  the  middle  of  the 
nineteenth  century  the  major  Western  powers  were  the  most  influential  generators  of 
educational  modernization,  as  they  were  in  political,  economic,  and  scientific  develop¬ 
ment.  The  lines  of  their  influence  were  in  the  main  directed  outward  from  the  west 
European  heartland.  In  the  long  run  of  history  it  was  a  momentous  fact  that  the  two 
most  powerful  outliers  of  Western  civilization  began  to  tune  in  on  the  modernization 
wave  lengths.  The  people  of  the  British  colonies  in  North  America  were  able  to  do  so 
much  more  rapidly,  for  reasons  described  in  a  later  chapter,  while  the  people  of  the 
vast  Russian  empire  were  slower  to  respond  in  their  own  terms. 


D.  FLIRTATION  WITH  MODERNITY  IN  RUSSIA 

In  the  century  and  a  half  from  1700  to  1850  the  enormous  weight  of  the  traditional 
society  of  Russia  began  to  respond  but  slowly  to  the  challenge  of  the  modernizing 
states  of  the  West.  The  leadership  in  this  effort  to  modernize  came  largely  from  the 
defensive  interests  of  some  of  the  tsars  who  saw  that  Russia’s  traditional  strengths 
built  upon  enormous  land  areas  and  massive  manpower  were  being  overtaken  by  the 
much  smaller  but  more  technologically  advanced  nation-states  of  the  West.^^  In  this 
period  several  of  the  tsars  attempted  to  modernize  Russia  from  above,  borrowing  some 
of  the  agencies  of  Western  education  as  a  basic  part  of  the  task.  The  process  was  slow 
and  partial,  because  the  policies  of  the  tsars  were  inconsistent  and  piecemeal  at  best, 
always  beset  by  the  mountainous  inertia  and  resistance  of  the  Russian  Orthodox 
Church  and  the  conservative  landed  aristocracy  who  proved  to  be  even  more  obdurate 
to  change  than  their  counterparts  in  Germany,  France,  or  England.  Besides,  only  a  few 
of  the  tsars  themselves  and  their  advisers  saw  the  need  or  the  possibility  of  moderniza¬ 
tion.  And  when  they  did,  they  were  often  divided  as  to  the  role  that  education  should 
play:  whether  Russia  should  follow  the  expansive,  secular, and  large-scale  models  being 
developed  as  the  patterns  for  modern  education  in  the  nations  of  Western  Europe,  or 
whether  it  should  simply  borrow  a  few  technical  and  scientific  practices  from  their 

For  a  reminder  concerning  the  concept  of  defensive  modernization,  see  C.  E.  Black,  The 
Dynamics  of  Modernization;  a  Study  in  Comparative  History,  Harper  &  Row,  New  York,  1966. 


EDUCATION  IN  THE  MODERNIZING  STATES  OE  EUROPE 


365 


educational  institutions  designed  to  give  modern  training  to  a  ver^^  limited  elite  that 

would  man  the  chief  offices  of  the  upper  bureaucracy  and  army.  There  was  little 
sustained  commitment  even  among  the  most  avid  modernizers  beyond  the  effort  to 
preserve  and  strengthen  the  traditional  elitesj  little  or  no  desire  to  broaden  the  basis  of 
social  participation  or  to  include  wider  segments  in  the  governance  of  Russia. 

Peter  the  Great  (1689-1725)  is  usually  acknowledged  as  the  first  of  the  Russian 
tsars  to  take  major  steps  to  bring  secular,  and  especially  scientific  and  technological, 
education  from  the  West  to  strengthen  the  army,  the  bureaucracy,  and  the  landed 
aristocracy  which  he  was  determined  to  bring  firmly  under  his  control.  Up  to  his  time 
nearly  all  education  from  top  to  bottom  was  in  the  hands  of  the  Orthodox  Church 
whose  prime  concern  was  to  train  its  own  clergy.  The  debut  of  organized  Western 
education  in  Russia  is  usually  reckoned  to  be  the  establishment  in  1701  of  a  school  of 
mathematics  and  navigation  in  Moscow,  modelled  on  schools  in  Britain  and  taught  in 
English.  Other  military,  engineering,  and  medical  schools  followed,  with  preparation  to 
be  supplied  by  elementary  cyphering  schools  so  that  the  sons  of  the  nobility  could 
learn  the  three  R  s,  a  service  the  church  soon  absorbed.  Peter  made  a  preliminary  stab 
at  establishing  a  broader  type  of  higher  education  foUowing  advice  from  such  German 
scholars  as  Christian  Wolff  and  Leibnitz.  This  resulted  in  the  founding  of  the  Academy 
0i  Sciences  at  St.  Petersburg  in  1725,  but  the  first  genuine  university  did  not  appear 
until  the  University  of  Moscow  was  established  in  1755,  some  500  years  after 
universities  were  first  organized  in  Western  Europe.  Peter  found  the  nobOity  reluctant 
to  follow  his  lead. 

Catherine  the  Great  (1769-1796)  went  much  beyond  Peter  in  her  early  efforts  to 
develop  a  large-scale  Russian  system  of  secular  education.  She  had  the  advantage  of  a 
full-fledged  Western  education  imbued  with  the  Enlightenment  doctrines  of  Locke, 
Rousseau,  Montaigne,  and  Diderot.  She  established  schools  for  girls  taught  in  French 
and  she  kept  doggedly  asking  for  advice  not  only  from  French  educators  but  also  from 
English,  German,  and  Austrian.  Indeed,  she  promulgated  a  law  in  1786  that  visualized 
a  large  scale  system  of  national  education  from  primary  schools  (for  the  towns) 
through  secondary  schools  and  advanced  institutions,  including  teacher-training 
schools.  ° 

Some  of  the  modem  ideas  were  there,  but  the  wiU  and  the  way  to  achieve  them 
turned  out  to  be  absent,  as  Catherine  recoiled  from  the  French  Revolution  into  a  more 
reactionary  stance  toward  the  end  of  her  reign.  While  some  gains  had  been  made,  it  is 
estimated  that  by  the  end  of  the  eighteenth  century  there  were  some  550  educational 
institutions  in  ail  of  Russia,  enroUing  something  over  60,000  students,  with  perhaps 
10,000  of  these  having  gone  beyond  elementary  schooling.  Government  had  extended 
education  to  perhaps  0.33  percent  of  the  male  population  of  the  Empire."  Such 

reforms  as  Catherine  wars  interested  in  scarcely  scratched  the  surface  of  Russian 

society. 

The  third  Russian  tsar  to  promote  modernization  was  Alexander  I  (1800-1825) 
who  began  his  reign  by  establishing  a  central  ministry  of  education  for  the  first  time  in 


Arcadius  Kahan,  "‘Social  Structure,  Public  Policy,  and  the  Development  of  Education  and  the 
conomy  m  Czarist  Russia,”  in  Anderson  and  Bowman,  op.  cit.,  chap.  19,  pp.  364-365. 
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Russia,  somewhat  along  the  model  of  Poland,  and  then  promulgating  laws  during  the 
first  decade  of  the  nineteenth  century,  that  smacked  of  Condorcet’s  plans  for  a 
complete  state  system  of  schools.  Although  these  laws  did  not  open  up  education  to 
the  serfs  or  to  the  lower  classes,  they  did  have  the  effect  of  more  closely  integrating 
the  educational  institutions  with  the  state  bureaucracy.  Teachers  were  given  bureau¬ 
cratic  rank,  and  officials  were  required  to  have  an  advanced  education.  To  this  end, 
several  new  universities  were  founded.  In  these  ways,  especially  under  the  influence  of 
German  models  of  alliance  between  the  bureaucracy  and  the  culture  of  the  academics, 
modernization  proceeded  for  a  time  under  Alexander  I.  He,  too,  reverted  to  reaction, 
joining  with  Austria  and  Prussia  in  the  Holy  Alliance  against  the  liberalism  that  was 
developing  in  Western  Europe  attendant  upon  the  fall  of  Napoleon. 

Nicholas  I  (1825-1855)  went  still  further  in  slowing  down  the  already  faltering 
modernization  process.  Religious  subject  matter  was  reemphasized  in  the  schools, 
Western  content  in  the  social  studies  was  excised  from  the  gymmsiim  courses,  foreip 
travel  was  reduced,  and  secular  studies  in  the  universities  were  censored.  As  so  often 
with  repression,  these  moves  toward  reaction  served  to  alienate  the  growing  groups  of 
intellectuals  who  had  already  received  some  glimpses  of  modernity  in  the  seconder}^ 
schools  and  universities.  Nicholas  !  thus  solidified  against  his  policies  this  new  class  of 
intelligentsia  who  were  the  educated  members  of  the  nobility,  the  upper  middle 
classes,  and  the  clergy  who  had  learned  lessons  of  liberalism  from  the  West.  Some  were 
for  going  further  and  faster  to  embrace  the  West;  others  were  predominantly  Slavophile 
in  their  approach  to  the  West.  But  in  any  case,  the  universities  and  technical  institutes 
proved  to  be  continuing  centers  of  criticism,  dissent,  and  eventually  of  revolution. 

Thus,  despite  conservative  and  even  reactionary  political,  economic,  and  religious 
policies,  modernization  was  gradually  taking  place  in  Russia  at  the  upper  levels  of 
society.  As  Germany  had  earlier  shown  and  as  Japan  and  Russia  itself  were  later  to 
showq  modernization  could  come  authoritatively  from  above  as  well  as  democratically 
from  below.  As  the  imperial  bureaucracy  was  improved  by  increasing  educational 
standards  and  as  industrialization  took  place,  even  before  1860,  the  groundwork  of 
modernization  was  being  laid.  Perhaps  the  growth  of  the  technical  schools  and  the 
advance  of  science  were  more  important  in  this  regard  than  any  other  aspect  of  the 
challenge  of  modernity  posed  to  Russia  by  the  rapid  encroachments  of  the  West  not 
only  upon  its  frontiers  in  Europe  but  in  Central  Asia  and  East  Asia.  By  mid-nineteentii 
century  it  could  be  argued  that  the  expansion  of  schools  embracing  science  and 
technology  was  crucial  for  Russian  industrialization,  which  had  actually  progressed 
fairly  far  in  establishing  the  preconditions  for  economic  takeoff. 

^"William  J.  Blackwell,  The  Beginnings  of  Russian  Industrialization,  1800-1860,  Princeton  Univer¬ 
sity  Press,  Princeton,  N.J.,  1968. 
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PERSISTENT  ISSUES 
IN  MODERN  EUROPEAN 
EDUCATION 

(1860s  AD.-THE  PRESENT) 


A.  GRADUAL  CURES  FOR  DISJUNCTIVITIS 

Between  the  mid-nineteenth  and  mid-twentieth  centuries  the  countries  of  Western 
Europe  moved  with  varying  speed  to  provide  universal,  compulsory,  free  elementary 
education.  If  some  40  to  50  percent  of  primary  school  age  children  were  actually 
attending  school  in  1800,  more  than  90  to  95  percent  of  children  age  ten  to  eleven 
were  attending  by  the  beginning  of  the  twentieth  century.  This  increase  with  its 
attendant  spread  of  literacy,  which  contributed  substantially  to  the  economic  develop¬ 
ment  and  the  political  nationalization  of  the  major  West  European  countries,  followed 
by  several  decades  a  similar  development  in  the  United  States.  But  there  w^ere  two 
major  differences  in  the  expansion  of  education  between  the  two  major  branches  of 
Western  civilization.  In  the  first  place,  primary^  schools  in  Europe  were  distinctly 
separate  from  secondary  schools,  different  in  kind  and  quality  of  education  offered, 
tauglit  in  separate  institutions,  by  teachers  trained  separately,  to  children  of  recogniz- 
acw  separate  social  classes.  In  the  second  place,  the  West  European  nations  did  not 
move  in  the  nineteenth  centuryy  nor  indeed  until  virtually  mid-twentieth  century,  to 
open  up  their  secondary  and  higher  education  in  ready  response  to  the  increase  in 
primary  education. 

I  have  dubbed  this  separation  between  primary  and  secondary  education  with  ail 
its  attendant  dualisms  and  distinctions  a  kind  of  academic  disjunctivltis  that  robbed 
the  modernization  movements  in  West  European  education  of  much  of  their  energy, 
dynamism,  and  effectiveness,  qualities  which  American,  Russian,  and  Japanese  educa¬ 
tion  exhibited  earlier  and  in  higlier  degree.  The  more  usual  description  of  this 
dLTerence  is  that  the  American  and  Russian  systems  were  basically  single-track 
systems,  extending  end-on  from  primary  schools  through  general  secondary  schools,  a 
track  over  which  all  children  were  normally  expected  to  travel,  at  least  until  the  end  of 
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the  compulsory  schooling  period,  whether  that  be  fifteen  or  sixteen  or  even  seventeen 
or  eighteen  years  of  age. 

In  contrast,  the  Western  European  states,  when  they  did  expand  primarv' 
education  in  the  late  nineteenth  century,  maintained  dual  systems  in  which  primaiy 
schools  were  designed  to  parallel  the  secondary  schools  and  not  normally  to  intersect. 
Primary  schools  were  free  for  the  lower  classes  (lower  middle  classes,  artisans,  in¬ 
dustrial  working  classes,  and  peasants),  whereas  secondary  schools  were  attended  by 
the  urban  middle,  upper,  and  professional  classes  who  could  afford  to  pay  tuition. 
Primary  education  was  designed  for  basic  literacy  leading  directly  to  the  working  force 
or  to  vocational  schools  designed  to  train  for  the  technician  levels  of  employment  in 
agricultural  or  industrial  occupations;  secondary  education  was  basically  intended  as 
preparation  for  the  university  and  for  the  higher  professional,  technical,  and  man- 
agerial  positions  in  society. 

The  West  European  countries,  faced  with  the  pressures  to  provide  some  kind  of 
education  beyond  the  rudiments  of  primary  school  education,  typically  introduced 
into  their  systems  sharp  transfer  points  for  most  children  at  about  the  ages  of  ten. 
eleven,  or  twelve.  At  this  point,  children  could  go  in  one  of  three  directions.  Most 
would  continue  on  to  the  end  of  the  compulsory  attendance  period  in  short  or  upper 
primary  schools  for  two,  three,  or  four  years  or  a  terminal  general  education.  This  was 
the  function  of  the  secondary  modern  school  in  Britain,  the  higher  primary  school  and 
the  college  d'enseignement  generale  (CEG)  in  France,  the  realschule  in  Germany,  the 
ecole  voyenne  in  Belgium,  and  the  higher  primary  school  in  the  Netherlands.  Normal 
schools  for  training  primary  school  teachers  stressed  this  form  of  short  secondan' 
education  along  with  pedagogical  training.^ 

A  second  possibility  for  pupils  from  the  lower  middle  and  working  classes  who 
finished  the  primary  school  was  attendance  for  one,  two,  or  three  years  at  some  form 
of  specialized  vocational  or  technical  school.  Such  schools  provided  a  specialized, 
job-oriented  training  for  the  trades,  mechanics,  agriculture,  or  commerce  with  little  or 
no  general  education.  Usually  they  did  not  lead  to  higher  education,  although  the 
tendency  as  the  twentieth  century  wore  on  was  to  upgrade  some  of  the  secondary 
schools  even  to  the  extent  that  they  would  lead  to  higher  technical  schools.^  Neverthe¬ 
less,  technical  schools  attracted  relatively  few  youths  of  ages  fifteen  to  seventeen. 

The  third  possibility,  the  most  sought-after  and  the  most  difficult  to  enter,  was 
the  long,  general  secondary  school  designed  primarily  as  preparation  for  entrance  into 
institutions  of  higher  education.  These  were  the  grammar  schools  in  Britain,  the  lycees 
in  France,  and  the  gymnasiums  in  Germany  and  pre-Soviet  Russia.  The  other  countries 
have  a  variety  of  names  for  their  schools,  but  all  give  an  equivalent  general  cultural 
education  emphasizing  the  academic  subjects  of  language,  science,  mathematics,  and 

^  For  ful  discussion  of  the  short  (or  upper  primary)  forms  of  secondary  education  and  the  long  (or 
preunwersity  secondary  schools),  see  Raymond  Poignant,  Education  and  Development  in  Westm 
Europe,  the  United  States,  and  the  U.S.S.R.,  a  Comparative  Study,  Teachers  CoEege  Press,  New 
York,  1969,  chap.  1. 

^Ibid.,  pp.  92-138  for  extended  comparative  discussion  of  the  varieties  of  vocational  and  technical 
schools. 
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social  studies.  Common  to  all,  the  method  of  selection  traditionally  favored  special 
examinations  measuring  achievement  in  the  primary  school  subjects  or  scholastic 
aptitude,  or  both.  Sometimes  these  examinations  were  framed  by  examining  bodies 
external  to  the  individual  schools,  as  in  the  case  of  the  famous  examinations  at  the  age 
of  “eleven  plus”  in  Britain.  The  effect  of  limited  access  to  the  schools  of  general 
secondary  education  was  to  nourish  an  intellectual  elite  which  combined  academic 
superiority  with  social  class  exclusivity.  Such  an  educational  structure  served  to 
niaintain  predominance  for  the  middle  and  professional  classes  in  the  managerial, 
admmistrative,  and  ruling  functions  of  their  respective  societies. 

The  democratizing  pressure  that  built  up  in  the  twentieth  century  in  all  Western 
European  countries  called  for  some  means  whereby  a  broader  range  of  social  classes 
could  gain  access  to  the  long  preuniversity  secondary  schools  and  thus  to  the  universi¬ 
ties.  Despite  the  gains  being  made,  however,  the  statistics  seemed  to  show  that  by 
1962  to  1963  only  27  percent  of  British  pupils  aged  twelve  to  thirteen,  21  percent  of 
French,  and  14  percent  of  West  German,  were  being  admitted  to  preuniversity 
secondary  schools,  in  comparison  with  99  percent  of  American  and  Russian  children 
attending  general  secondary  schools.^ 

These  figures  dealing  with  entrance  to  secondary  schools,  however,  may  not  give 
a  fair  picture,  because  the  types  of  secondary  schools  are  not  comparable.  Yet  there  is 
a  similar  disparity  in  the  percentages  of  students  in  the  age  group  who  complete  a  long 
or  preuniversity  secondary  school  program  and  acquire  a  certificate.  In  1950  the 
percentages  in  Western  Europe  and  in  Russia  hovered  around  5  percent,  while  in  the 
United  States  it  was  50  percent.  Some  ten  years  or  so  later  the  percentages  had 
increased  sharply,  but  the  disparity  was  still  great;  7  percent  in  Italy,  8  percent  in  West 
Germany.  10  percent  in  the  United  Kingdom,  12  percent  in  France,  and  15  percent  in 
the  Netherlands  compared  with  30  percent  in  the  Soviet  Union  and  70  percent  in  the 
United  States."^  The  march  to  secondary  and  higher  institutions  which  began  in  earnest 
in  the  1950s  and  gained  momentum  in  the  1960s  paralleled  the  expansions  that  had 
taken  place  in  the  United  States  some  three  to  four  decades  earlier. 

By  the  beginning  of  the  1960s  the  disparities  at  the  higher  education  level  were 
as  marked  as  at  the  secondary.  While  the  Western  European  countries  were  admitting 
around  5  to  1 0  percent  of  the  relevant  age  groups  to  higher  educational  institutions, 
the  So\iet  Union  was  admitting  around  16  percent  and  the  United  States  35  percent. 
Similar  disparities  obtained  with  regard  to  the  proportions  of  the  age  group  that 
completed  an  institution  of  higher  education  with  a  first  degree:  the  average  for 
France,  Germany,  Italy,  and  the  Benelux  nations  was  4  percent;  for  Great  Britain  5.6 
percent;  the  U.S.S.R.  8.2  percent;  and  the  United  States  19.6  percent.^  The  disjunc- 

p.  56. 

p.  59. 

p.  264.  Other  estimates  vary  somewhat,  e.g.,  the  Report  of  the  Committee  on  Higher 
Education  (Lord  Robbins,  chairman),  Her  Majesty’s  Stationery  Office,  London,  1963,  p.  44,  gives 
the  U.S.S.R.  7  percent.  Great  Britain  9.8  percent,  and  the  United  States  17  percent  in  1961  to 

1962. 
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tiOBs  in  the  educational  systems  of  the  Western  European  nations  resulted  in  a  slow 
rate  at  which  senior  cadres  of  manpower  were  trained  and  limited  access  to  higher 
education  for  the  lower  classes.  Both  results  served  to  put  brakes  upon  modernization. 

As  the  second  half  of  the  twentieth  century  opened,  most  European  universities 
were  faced  with  momentous  decisions  concerning  their  future.^  For  nearly  800  years 
the  universities  of  the  West  had  served  two  major  social  functions.  From  their  origins 
in  the  later  Middle  Ages  to  the  early  modern  period  they  provided  an  advanced  literate 
education  for  the  managerial  elites  required  to  man  the  offices  of  church  and  state:  the 
clergymen,  the  jurists,  the  magistrates,  the  civil  service  administrators,  and  the  teachers 
and  scholars.  In  a  second  period,  from  the  industrial  urbanization  of  the  late  eigh¬ 
teenth  century  and  early  nineteenth  century  to  World  War  11,  the  universities  widened 
their  efforts,  albeit  sometimes  slowly  and  reluctantly,  to  serve  the  expanding  profes¬ 
sional  needs  of  modernizing  societies,  the  growing  cadres  of  the  military,  the  national 
bureaucracies,  and  the  corporate  bodies  engaged  in  commerce  and  industry  as  well  as 
in  scholarly,  scientific,  and  technological  affairs.  Still,  the  training  was  basically  for  an 
academic  elite. 

Following  World  War  11  the  vista  of  mass  higher  education  was  opened  up  by  the 
United  States,  Russia,  Japan,  and  the  Philippines,  a  mass  education  that  began  to 
encompass  a  large  proportion  of  the  age  group  and  promised  even  to  approach  a 
majority.  Such  a  prospect  entailed  enormous  diversification  to  cover  the  wide  range  of 
tasks  and  occupations  required  in  highly  industrialized  and  urbanized  technological 
societies.  The  European  universities  were  beginning  to  open  their  doors,  but  they  were 
not  sure  they  wanted  to  enter  fully  into  this  third  stage  of  development  which  they 
saw  materializing  in  the  three  nations  with  the  highest  gross  national  products.  George 
Bereday  and  Frank  Bowles  agreed  that  in  the  1950s  the  European  universities  were  as 
yet  showing  relatively  little  signs  of  internal  reforms  designed  to  shape  their  roles  in 
response  to  the  needs  of  economic,  political,  or  technological  modernization.^  By  the 
late  1960s,  however,  the  stirrings  of  reform  went  in  two  directions:  the  opening  of  the 
university  doors  to  increased  enrollments,  and  their  recurring  closing  down  by  student 
unrest  and  dissent.® 

France 

With  the  establishment  of  the  Third  Republic  in  1871,  the  educational  pendulum  in 
France  began  to  swing  once  more  toward  democratic  and  egalitarian  ideals.  This  was 
not  achieved  without  bitter  struggles  between  forces  which  can  be  generally  subsumed 
under  the  heading  ‘Republican,  anti-clerical  left”  on  one  side  and  “anti-republican 

^For  an  interpretation  based  upon  a  large-scale  study  conducted  by  OECD,  see  George  Z.F. 
Bereday,  Towards  Mass  University:  U.S.A,,  U.S.S.R.,  and  Japan,  Organization  for  Economic' 
Cooperation  and  Development,  Paris,  1972. 

"^Ibid.;  Frank  Bowies,  “Education  in  the  New  Europe,”  Daedalus,  vol.  93,  pp.  373-395,  Winter 
1964. 

^See  OECD  studies;  Brian  Holmes  and  David  G.  Scanlon  (eds.).  Higher  Education  in  a  Changing 
World,  Evans  Brothers,  London,  and  Harcourt,  Brace,  New  York,  1972;  and  Roy  Niblett  and  R. 
Freeman  Butts  (eds.),  Universities  Facing  the  Future:  an  International  Perspective,  Evans  Brothers, 
London,  and  lossey-Bass,  San  Francisco,  1972. 
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Catholic  right”  on  the  other.  The  primary  schools  were  the  principal  battleground.  As 
they  became  free,  compulsory,  and  secular,  they  became  the  shield  of  the  Third 
Republic  itself;  and  the  primary  school  teachers,  the  instituteurs,  became  the  secular 
missionaries  carrying  the  republican  message  of  light  to  combat  the  forces  of  darkness 
throughout  the  land.^  The  master  designer  of  the  primary  school  as  an  instrument  of 
national  renewal  following  the  defeat  in  the  Franco-Prussian  War  was  Jules  Ferry, 
minister  of  public  instruction,  ably  supported  by  F.  Buisson,  a  RadicahSocialist 
deputy  in  the  National  Assembly  whose  educational  proposals  became  official  Radical 
Party  doctrine. 

Through  a  series  of  laws  in  the  1880s  Ferry  shaped  the  modern  form  of  French 
primary  education.  In  1881  fees  were  abolished  in  the  primary  schools;  in  1882 
compulsory  attendance  was  required  between  ages  six  and  thirteen;  in  1886  the 
Ministry  of  Public  Instruction  was  given  complete  control  over  the  details  of  curricu* 
!um,  selection  of  textbooks,  examinations  and  appointment  of  teachers,  and  payment 
of  all  primary  teachers’  salaries.  Frenchmen  came  to  believe  that  a  strongly  centralized 
s\^stem  of  state  education  was  the  road  to  national  unity,  no  matter  whether  the 
controlling  polity  was  monarchy,  empire,  or  republic. 

Meanwhile,  the  French  educational  system  remained  disjunctively  class  con¬ 
scious.  Primary  education  remained  almost  the  sole  preserve  of  the  lower  classes, 
secondary  education  being  reserved  for  the  upper  classes.  There  were  sporadic  at¬ 
tempts  to  open  the  secondary  schools  to  lower-class  children  through  scholarships,  but 
not  much  progress  was  achieved.  In  1911  some  80  percent  of  scholarships  went  to 
children  of  the  middle  classes,  14  percent  to  artisan,  worker,  and  small  employers,  and 
6  percent  to  peasant  children.”  More  attention  was  gradually  given  to  a  practical 
education  in  the  higher  primary  schools  and  to  technical  and  trade  schools  beyond  the 
higher  primary  schools,  but  the  secondary  schools  remained  virtually  aloof  from  the 
lower  classes.  ‘‘The  baccalaureat  was  a  badge  of  membership  in  the  bourgeoisie.”^^ 

Following  World  War  I,  considerable  agitation  for  educational  reform  was 
aroused  by  a  band  of  secondary  and  primary  school  teachers  on  General  Petain’s  staff 
at  Compiegne  late  in  1917.  According  to  the  manifesto  of  Les  Compagnons  de 
Fumversite  nouvelle,  the  road  to  the  rise  of  a  new  France  lay  in  the  erection  of  a 
unitary  school  system  open  freely  and  equally  to  all  children,  the  ecole  unique.  There 
should  be  a  common  primary  school,  then  selection  on  the  basis  of  merit  for  all  to 
attend  a  full  secondary  school  appropriate  to  talents.  Special  attention  should  be 
given  to  the  reform  of  teacher  education,  better  trade  and  technical  education  at  the 
secondary  level,  more  modern  scientific  research  in  the  universities,  and  greater 
opportunity  for  girls  at  all  levels.  For  several  decades  the  ecole  unique  was  a  consum- 


9 

For  an  excellent  brief  background,  see  John  E.  Talbott,  The  Politics  of  Educational  Reform  in 
France,  1918-1940,  Princeton  University  Press,  Princeton,  N.J.,  1969,  chap.  1. 

David  Watson,  "The  Politics  of  Educational  Reform  in  France  during  the  Third  Republic 
Past  and  Present,  no.  34,  pp.  126-137,  July  1966. 
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ing  political  issue  between  the  Radical,  Socialist,  and  Republican  parties  on  one  side 
and  the  Monarchist,  Clerical,  and  Conservative  parties  on  the  right. 

With  the  establisliment  of  the  prowsional  government  for  the  Fourth  Republic  in 
1944^  a  committee  for  the  reform  of  French  education  was  appointed  under  the 
leadership  of  Paul  Langevin;  in  1947  this  committee  published  its  report.  As  planned, 
compulsory  education  would  be  raised  from  thirteen  to  fifteen  years  of  age,  the 
number  of  secondary  schools  would  be  greatly  increased,  especially  in  the  scientific, 
technical,  and  vocational  fields.  All  in  all,  the  reform  looked  toward  greater  equality  of 
educational  opportunity,  more  secular  control,  less  centralized  authoritarianism  in 
French  education,  and  more  attention  to  individual  aptitudes  and  the  learning  pro¬ 
cesses  of  children.  To  these  ends  it  was  proposed  that  education  be  organized  on  the 
unitary  basis  of  a  ladder  system  of  schools.  The  sharp  division  between  primary  and 
secondary  education  was  to  be  eliminated.  All  education  between  the  ages  of  seven 
and  eighteen  was  to  be  a  unified  system  known  as  the  premier  degre  (first  level),  lead¬ 
ing  from  a  common  education  between  ages  seven  and  eleven  to  a  period  of  educa¬ 
tional  and  vocational  orientation  between  ages  eleven  and  fifteen,  and  finally  to  a 
choice  of  practical,  professional,  or  theoretical  education  between  ages  fifteen  and 
eigliteen.  All  higher  education  was  to  be  looked  upon  as  the  deuxieme  degre  (second 
level),  consisting  of  advanced  professional  and  technical  preparation  in  the  universities, 
institutes,  and  liigher  schools. 

While  the  reform  of  French  education  in  these  directions  made  some  headway, 
great  difficulties  arose  from  the  unstable  political  character  of  the  Fourth  Republic, 
the  severe  economic  problems,  and  the  constant  pressure  of  the  Catholic  Church  upon 
the  state  schools.  The  financial  situation  kept  the  public  school  system  from  expand¬ 
ing,  whereas  the  Catholic  schools  increased  rapidly  despite  the  legal  restrictions  against 
them. 

With  respect  to  the  structure  of  French  education  as  a  whole,  however,  major 
reforms  finally  began  to  take  place  in  France  in  1959,  soon  after  the  inauguration  of 
the  Fifth  Republic  with  Charles  DeGaulle  as  president.  The  main  thrust  was  to  move 
up  the  common  education  available  to  all  children  alike  from  the  primary  school  to 
include  the  first  cycle  of  the  secondary  school.  Not  only  were  all  children  to  attend  a 
common  primary  school  to  age  eleven,  some  80  percent  of  them  would  continue  for 
four  more  years  in  a  common  program  designated  the  first  cycle  of  secondary 
education.  After  that,  around  age  fifteen,  they  will  be  separated  to  attend  one  of  three 
types  of  upper  secondary  school:  the  lycee  which  continues  to  be  the  model  of 
academic  secondary  school  leading  to  higher  education;  the  college  of  general  educa¬ 
tion  (C.E.G.)  which  provides  a  more  modern  and  less  classical  specialization  than  the 
Ijeee;  and  the  college  of  secondary  education  (C.E.S.)  which  is  intended  to  be  a  kind  of 
comprehensive  institution  providing  a  wide  range  of  diversified  offerings. 

England 

Viewing  the  hundred  years  from  1870  to  1970  as  a  whole,  it  was  clearly  not  a  century 
of  steady  progress  from  traditional  toward  modernizing  forms  of  education  in  Eng¬ 
land.  There  was  much  backing  and  filling,  halting  and  hesitation,  conflict  and  com- 
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promise.  By  and  large,  it  can  be  said  that  the  political  forces  which  generally  supported 
the  modernization  of  British  education  over  this  period  were  the  Liberal  Party,  the 
Labour  Party  and  movement,  and  nonconformist  religious  groups;  while  traditionalism 
in  education  was  generally  supported  by  the  Tories  and  Conservatives,  the  Church  of 
England,  and  the  Roman  Catholic  Church. 

The  Forster  Act  of  1870  had  been  a  victory  for  the  modernizing  forces  to  the 
degree  that  it  had  made  it  possible  for  local  elected  school  boards  to  use  taxes  to 
support  elementary  schools.  By  the  Free  Education  Act  of  1891  the  local  boards  could 
provide  education  free  for  children  without  a  test  for  poverty.  Thus,  in  the  course  of 
the  1880s  and  1890s  an  elementary  education  was  fairly  quickly  made  available  to 
large  numbers  of  British  children.  In  1872  there  were  some  8,700  pupils  in  board 
schools,  by  1883  there  were  a  million  and  by  1896  two  million.  Meanwhile,  the 
voluntary  schools  run  by  the  churches,  mainly  by  the  Church  of  England,  grew  from  a 
milion  in  1 870  to  two  and  a  half  million  in  1896. 

But  mere  expansion  by  no  means  satisfied  the  working  class  leaders  who  began 
10  form  new  organizations  from  the  1880s  onward  in  order  to  link  political  action 
with  trade  union  organization.  These  increasingly  adopted  a  socialist  orientation  and 
platform. Preeminent  in  the  writings  of  such  leaders  as  William  Morris,  H.  W. 
Hobart,  Annie  Besant,  and  Margaret  McMillan  was  the  doctrine  that  not  only  was 
education  a  right  of  all  children,  but  it  must  be  provided  free  in  common  secular 
schools.  Only  in  such  schools  could  children  learn  the  lessons  of  reason  and  science 
free  from  the  trammels  set  by  orthodox  religion  and  upper-class  biases.  Through  the 
efforts  of  the  Social  Democratic  Federation,  the  Independent  Labour  Party,  the  Fabian 
Society,  the  Trades  Union  Congress,  and  other  groups,  men  and  women  of  working- 
class  orientation  were  elected  to  local  school  boards  to  try  to  achieve  such  educational 
goals  for  their  chfldren.  Considerable  gains  were  made  in  the  course  of  thirty  years  to 
the  turn  of  the  century,  including  the  establishment  of  higher  elementary  schools  to 
extend  the  period  of  schooling  for  lower  class  children. 

Meanwhile,  however,  many  leaders  of  the  Church  of  England  and  Roman 
Catholic  Church  became  increasingiy  alarmed  at  the  spread  of  state  secular  schools 
and  the  threat  they  posed,  both  economically  and  socially,  to  the  grammar  schools 
which  sorely  needed  funds.  When  the  Tories  were  in  power  from  1895  to  1905, 
political  pressure  was  stepped  up  to  stem  or  to  reverse  the  trend.  The  culmination  of 
their  effort  was  the  Balfour  Act  of  1902  which  was  bitterly  opposed  by  Labour  and 
socialist  groups,  by  Liberals,  and  by  nonconformist  religious  groups,  but  nevertheless 
wus  passed  by  a  majority  of  123  in  Parliament  after  fifty-seven  days  of  debate. 

'This  Conservative  act  set  the  basic  character  of  public  control  until  near  the  end 
of  the  Second  World  War.  It  abolished  the  old  school  boards  and  handed  over  public 
educational  responsibility  to  the  newly  organized  agencies  of  local  government, 
namely,  county  councils  and  county  borough  councils.  These  were  less  likely  to  be 

For  this  story  see  Brian  Simon,  Education  and  the  Labour  Movement,  1870-1920,  Lawrence  and 
lishait,  London,  1965. 
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oriented  to  working  class  interests  than  the  school  boards.  They  could  levy  taxes  for 
the  support  of  other  than  elementary  schools  (i.e.,  secondary  schools  if  the  council 
chose  to  do  so)  as  well  as  elementary  schools.  The  old  board  schools  came  to  be 
known  as  council  schools,  that  is,  schools  provided  at  public  expense  and  under  public 
control  of  an  education  committee  of  the  local  councils.  Privately  and  religiously 
sponsored  schools  continued  to  be  known  as  voluntary  schools.  Conservative  and 
ecclesiastical  groups  were  able  to  insert  provisions  into  the  act  that  gave  public  tax 
funds  to  these  voluntary  schools  in  return  for  a  minority  voice  on  the  boards  of 
management  of  the  schools.  Liberals  and  reform  church  groups  fought  this  aspect  of 
the  law-but  to  no  avail-because  it  meant  public  support  of  religious  instruction, 
especially  favoring  the  Church  of  England. 

Under  Robert  Morant  as  a  permanent  secretary,  the  National  Board  of  Educa¬ 
tion  insisted  upon  clear  distinctions  being  made  between  an  elementary  education  for 
the  vast  majority  of  children  and  a  secondary  education  that  was  wider  in  scope  and 
more  advanced  for  the  few.  While  the  labor  and  liberal  groups  stepped  up  their  clamor 
for  an  educational  institution  that  would  be  open  commonly  to  all  children,  the  class 
system  was  solidified  by  a  scholarship  system  to  enable  a  few  selected  children  to 
attend  secondary  schools  in  free  places. 

Britain  went  into  World  War  II  with  a  doubly  disjunctive  system;  not  only  did  it 
have  the  disjunction  between  primary  and  secondary  education  largely  based  upon 
social  class,  it  also  had  a  dual  system  within  primary  education  itself,  the  board  or 
council  schools  on  one  side  run  by  public  authorities  and  the  voluntary  schools  on  the 
other  run  by  church  authorities,  both  with  public  funds  in  support. 

The  movement  for  thorough  reform,  however,  gained  strength  in  the  late  1930s 
and  during  the  years  of  the  Second  World  War.  Finally  R,  A.  Butler,  president  of  the 
National  Board  of  Education,  presented  to  Parliament  in  1943  a  white  paper  on 
educational  reconstruction,  the  major  proposals  of  which  became  the  Education  Act 
of  1944.  These  proposals  were  promoted  by  the  Trades  Union  Congress,  Cooperative 
Union,  National  Union  of  Teachers  and  the  Workers’  Educational  Association,  along 
with  the  Labor  party  and  liberals  in  the  Conservative  party.  The  provisions  of  the  act 
called  for  gradudly  extending  the  principle  of  free  public  education  for  all. 

The  National  Board  of  Education  was  transformed  into  a  Ministry  of  Education, 
which  was  to  have  greater  centralized  powers  of  leadership,  control,  and  direction. 
Each  local  educational  authority  was  to  make  provision  or  secure  appropriate  facilities 
for  three  stages  of  education,  somewhat  analogous  in  principle  to  the  ladder  system,  in 
which  every  child  would  have  a  chance  to  progress  as  far  as  his  needs  and  abilities 
would  carry  him. 

The  three  stages  were  as  follows.  Primary  education  included  ages  two  through 
eleven;  nursery  schools  or  nursery  classes  were  to  be  provided  for  children  from  two  to 
five  and  separate  primary  schools  for  children  from  five  through  eleven.  Secondary 
education  was  to  include  ages  twelve  through  eighteen;  attendance  was  to  be  compul¬ 
sory  through  age  fifteen  and  through  age  sixteen  as  soon  as  practicable.  Further 
education  was  defined  as  being  all  education  beyond  the  school-leaving  age  of  fifteen 
or  sixteen.  It  included  compulsory  attendance  at  county  colleges  for  one  day  a  week 
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or  two  half-days  a  week  through  age  eighteen  for  those  who  were  not  in  full  time 
attendance  at  some  other  educational  institution.  It  included  adult  education  as  well  as 
technical,  commercial,  and  art  education. 

General  provisions  of  the  act  included  such  welfare  principles  as  the  following; 
education  to  be  provided  according  to  the  parents’  wishes  insofar  as  possible,  including 
boarding-school  provisions;  special  provisions  made  in  separate  schools  or  classes  for 
Iny  disability  of  mind  or  body;  free  medical  inspection  and  treatment;  free  milk, 
meals,  and  cbthing  for  those  who  needed  them;  enhanced  facilities  for  recreation, 
social  and  physical  training  in  camps,  playing  fields,  day  centers,  playgrounds,  and 
swimming  pools;  and  prohibition  of  child  labor  or  any  employment  that  the  local 
educational  authorities  deemed  harmful  to  the  pupils’  health  or  educational  opportuni- 

tics. 

As  the  Second  World  War  ended,  it  was  clear  that  England  had  made  major  gains 
Ln  formulating  plans  for  a  more  modem  form  of  national  education  by  the  character¬ 
istic  methods  of  gradualism  and  compromise.  It  was  to  be  another  twenty  years, 
however,  before  the  rigid  distinctions  between  primary  and  secondary  education 
would  begin  to  give  way  to  a  more  genuinely  integrative  system  of  education  based 
upon  common  schools  at  the  elementary  level  and  comprehensive  schools  at  the 

secondary  level.  .  .  ,  .  , 

An  Education  Act  of  1945  for  Scotland  incorporated  most  of  the  principles  just 

mentioned,  and  an  Education  Act  in  1947  did  the  same  for  Northern  Ireland.  In  1872 
Scotland  had  estabUshed  the  basis  for  a  single-track  system  of  schools  almost  seventy- 
five  years  before  England  and  Wales  had  done  so.  Consequently,  the  vast  majority  of 
Scottish  children  had  attended  local  public  schools  for  a  long  time  and  had  attended 
comprehensive  secondary  schools  somewhat  analogous  to  American  high  schools. 


Germany 

Modernization  took  place  in  the  United  States,  Britain,  and  France  generally  under  the 
impetus  and  auspices  of  liberal  and  democratic  forces  in  which  the  middle  classes  and 
working  classes  had  varying  but  interactive  roles  to  play  from  the  1850s  onward.  In 
generaCthey  operated  in  and  through  the  forms  of  representative  government  and  by 
ffid  large  reflected  the  leadership  of  urban  educated  classes.  Borrowing  terms  from  the 
n-pology  of  Barrington  Moore,  Jr.,  without  necessarily  accepting  the  underpinnings  of 
his  theory,  this  road  to  modernization  could  be  called  the  liberal  revolution  from 
below.^®  Organized  groups  in  society  contested  for  the  political  power  of  government 
and  shaped  educational  policies  when  they  were  successful.  Generally  speaking,  educa¬ 
tional  reforms  consonant  with  modernization  largely  favored  expansion  of  education 
of  the  middle  classes,  a  process  which  was  more  or  less  rapidly  shared  with  the  lower 
classes,  more  rapidly  in  the  United  States  and  less  rapidly  in  Britain  and  France. 

In  contrast,  the  road  to  modernization  in  nineteenth-century  Germany  could  be 


Barrington  Moore,  Jr.,  Social  Origins  of  Dictatorship  and  Democracy:  Lord  and  Peasant  m  the 
Makingofthe  Modem  World,  Beacon  Press,  Boston,  1966,  p.  413  et  passim. 
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characterized  as  a  conservative  revolution  from  above,  largely  engineered  by  an 
authoritarian  monarchy  which  mobilized  the  landed  aristocracy  (Junkers)  and  a 
growing  middle  class  to  impose  a  coordinated  political  organism  upon  the  scores  of 
large  and  small  political  units. 

Up  to  the  First  World  War,  German  education  remained  strongly  duaHstic  in 
structure  as  wel  as  centralized  in  administration.  The  two-track  system  was  main¬ 
tained:  children  at  six  years  of  age  went  to  their  respective  schools,  lower-class 
children  to  the  voiksschule  and  upper-class  children  to  the  vorschule,  a  preparatory'' 
course  of  three  years  before  entering  one  of  the  secondary  schools  at  nine  years  of  me. 
Education  was  compulsory  from  six  to  fourteen,  and  separate  schools  were  maintained 
for  boys  and  girls  wherever  possible.  The  religious  control  of  education  continued  to 
be  vexatious. 

After  the  First  World  War  the  liberal  and  socialist  forces  of  the  Weimar  Republic 
tried  to  reverse  the  aristocratic  character  of  German  education,  much  as  was  being 
proposed  by  labor  and  popular  groups  in  Britain  and  France.  In  the  attempt  to 
democratize  the  schools  a  unified  four-year  fundamental  course  for  all  children  from 
ages  six  to  nine  was  established,  called  the  grundschule.  The  idea  was  to  provide  a 
common  educational  background  for  all  children  and  to  postpone  their  allocation  into 
separate  elementary  and  secondary  schools  until  the  age  of  ten.  It  was  also  designed  to 
give  more  opportunity  for  the  children  of  the  lower  classes  to  pass  over  into  the  several 
secondary  schools  by  means  of  scholarships  and  free  tuition.  The  second  four  years  of 
the  elementary  school,  known  as  the  oberstufe,  was  strengthened  as  a  means  of 
preparation  for  the  trade,  technical,  and  continuation  schools;  and  more  attention  was 
given  to  the  mtttekchuie,  which  led  to  minor  business,  clerical,  and  official  positions. 

In  these  ways  the  Weimar  Republic  attempted  to  make  the  opportunities  more 
flexible  for  the  masses  of  German  children  and  to  increase  their  opportunities  for 
social  and  economic  advancement.  More  authority  for  educational  direction  was  given 
to  the  federal  states  of  which  the  Republic  was  composed  in  order  that  the  systems 
could  be  somewhat  decentralized  and  adapted  to  local  needs.  The  churches  in  the 
various  states  also  maintained  a  strong  position  in  the  public  schools.  The  Roman 
Catholic  Church,  for  example,  supported  the  Republic  because  Prussia  and  the  empire 
had  favored  Protestantism,  whereas  under  the  Republic  it  could  promote  its  cause  even 
in  the  Protestant  strongholds. 

As  a  result  of  the  public  denominational  system  there  was  Mttle  pressure  for  large 
numbers  of  private  schools;  only  a  very  small  proportion  of  German  children  went  to 
private  schools  (some  3  or  4  percent  in  the  middle  1930s).  There  was  some  agitation 
for  a  unified  school  system  {einheitschule)  along  the  lines  of  the  proposed  French 
ecole  unique,  but  tradition  was  too  strong  and  the  life  of  the  Republic  was  too  short. 

When  the  Nazis  came  to  power  in  1933,  their  first  aim,  of  course,  was  to  gain 
complete  control  of  the  educational  system  of  Germany  for  their  own  purposes.  This 
meant  destroying  the  power  of  the  federal  states  in  education  as  well  as  in  all  other 
political  matters  and  establishing  a  more  completely  centralized  system  of  education 
than  the  empire  had  ever  dreamed  of.  It  meant,  too,  that  the  Nazis  set  about  in  all  the 
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ways  they  could  think  of  to  break  the  hold  of  the  churches  upon  the  schools.  They 
would  brook  no  opposition  and  no  loyalties  other  than  to  the  party.’* 

On  the  surface,  the  Nazis  also  attacked  the  two-class,  aristocratic  system  of 
education  by  turning  their  attention  to  building  up  the  elementary  schools  at  the 
expense  of  the  secondary  schools,  with  a  corresponding  drop  in  enrollment  in  the 
secondary  schools.  But  in  reality  the  aim  was  to  use  the  mass  schools  to  instill  the  Nazi 
ideology  of  foUowership  in  aU  young  children  and  then  create  a  new  elite,  based  not 
upon  economic  class  or  intellectual  achievement,  but  upon  loyalty  to  the  party.  The 
Nazis  perhaps  went  further  in  complete  control  of  schools  for  political  purposes  than 
any  other  nation  up  to  that  time.  They  showed  the  world  what  a  power  education 
could  be  in  achieving  political  and  social  ends.  They  showed,  too,  how  destructive  of 
humane  values  a  partiily  modem  education  could  be  w'hen  it  is  used  to  promote  some 
aspects  of  modernity  (the  nation-state,  knowledge  as  power,  and  industrial  urbanism) 
and  at  the  same  time  is  used  as  a  weapon  to  stifle  other  aspects  of  modernity 
(democracy  and  religious  freedom). 

When  Allied  occupation  authorities  began  their  work  in  Germany  in  1945,  they 
immediately  turned  their  attention  to  ways  and  means  of  creating  a  truly  free  and 
democratic  education,  a  task  of  enormous  proportions  because  the  Nazis  had  done 
their  work  so  well  and  because  there  was  relatively  so  little  democracy  in  German 
education  to  build  upon.  The  Potsdam  agreement  of  1945,  which  divided  Germany 
into  four  occupied  zones,  stipulated  that  Nazi  and  militaristic  doctrines  should  be 
eliminated  from  German  schools.  By  1947  the  four  occupying  powers  agreed  upon 
several  points  of  school  reform  that  sounded  very  democratic;  equal  educational 
opportunity  for  all;  free  texts  and  school  materials  and  scholarship  grants;  compulsory 
attendance  for  ages  six  to  fifteen  and  part-time  attendance  to  eighteen  years;  a  ladder 
sv'stem,  rather  than  a  two-track  system,  of  elementary  and  secondary  schools;  demo¬ 
cratic  citizenship  education;  international  understanding;  health  and  physical  educa¬ 
tion;  educational  and  vocational  guidance;  education  of  teachers  in  universities,  and 
participation  by  the  German  people  in  the  reform  of  their  educational  system.  The 
United  States  and  the  Soviet  Union  would  have  abolished  the  denominational  schools, 
but  England  and  France  would  not  agree. 

^  1950  to  1951,  however,  it  w'as  clear  that  earlier  agreements  had  resulted  in 
little  of  common  meaning  between  the  Russian  zone  of  the  East  and  the  British, 
French,  and  American  zones  of  the  West.  The  Russians  proceeded  to  abolish  the 
private  and  denominational  schools  and  to  intuse  the  entire  system  of  East  Germany 
with  Communist  doctrine.  Rule  by  fiat  became  the  order  of  the  day.  Textbooks 
incorporated  the  dialectical  materialism  of  Marxist-Leninist  ideology;  teachers  were 
selected  on  the  basis  of  their  pohtical  reliability  and  loyalty  to  Communism,  Russian 
language  and  hterature  were  emphasized;  and  instructions  issued  to  teachers  ordered 
Russian  pedagogical  methods  to  be  used,  Russian  heroes  to  be  glorified,  the  ideals  of 

**See,  for  example,  I.  L.  Kande!,  The  Making  of  Nazis,  Teachers  College,  Columbia  University, 
New  York,  1935. 
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freedom  to  be  denied,  and  teachers  to  become  active  in  the  Communist  party.  Such 
great  emphasis  was  put  on  scholarship  grants  that  some  60  percent  of  university 
students  in  the  social  science  fields  were  being  subsidized  by  the  state.  Plans  were 
made  to  increase  the  number  of  university  students  in  the  East  zone.  The  entire 
objective  was  to  create  a  younger  generation  molded  by  Communist  philosophy  in  the 
shortest  possible  time. 

In  the  Western  zones  much  more  attention  was  paid  to  the  wishes  of  the  German 
people.  Reform  was  conducted  by  discussion  rather  than  by  fiat.  This  meant  that 
educational  traditions  could  be  reasserted.  As  a  result,  much  of  the  old  two-track 
system  was  retained,  with  upper  classes  divided  from  lower  classes.  Furthermore,  the 
denominational  school  system  wherein  religious  instruction  was  supported  by  public 
funds  was  reestablished,  especially  upon  the  insistence  of  Catholic  groups  and  aided  by 
the  power  of  the  dominant  Christian  Democratic  party.  Religious  influences  grew 
steadily  stronger. 

Russia 

Taking  the  period  from  1850  to  1950  as  a  whole,  one  of  the  most  momentous  social 
facts  for  the  entire  world  was  the  emergence  of  Russia  from  the  wings  of  the  European 
political  stage  to  the  front  and  center.  By  the  end  of  the  period  the  most  powerful 
actors  were  no  longer  the  nations  of  Western  Europe  but  the  outliers  of  Western 
civilization,  the  Soviet  Union  and  the  United  States.  Not  least  of  the  factors  involved 
in  the  new  role  for  Russia,  along  with  its  industrial  development,  the  Communist 
Revolution,  and  the  military  outcomes  of  the  twentieth-century  wars,  was  the  modern¬ 
ization  of  Russian  education.  This  process  was  building  up,  albeit  in  fits  and  starts, 
well  before  the  massive  commitment  to  modernization  given  by  the  Communist  regime 
following  the  Revolution  of  1917.^^ 

However,  the  disastrous  defeat  at  the  hands  of  the  Turks  and  British  and  French 
in  the  Crimean  War  led  to  a  reassessment  of  the  Empire’s  social  and  economic 
hierarchy  as  well  as  to  its  educational  provisions.  Alexander  11  (1856-1881)  began  his 
reign,  as  several  of  his  predecessors  had,  on  a  wave  of  hberal  reforms.  The  serfs  were 
emancipated  in  1851,  education  was  assigned  to  newly  created  local  administrative 
units  (zemstvos)  which  were  elected  in  the  districts  and  provinces.  From  1864, 
primary  and  secondary  schools  were  to  be  administered  by  the  school  boards  of  the 
zemstvos.  Within  twenty  years  there  were  some  18,000  secular  schools  so  established, 
including  three  types  of  secondary  schools  similar  to  the  German  gymnasium,  real- 
gymnasium,  and  realschule.  Universities  were  permitted  a  reasonable  amount  of 
self-government  and  encouraged  to  develop  new  programs  of  scientific  research  and 
secular  philosophy.  For  a  decade  or  two  under  such  liberals  as  A.  V.  Golovnin,  N.  L 
Pirogov,  and  Constantin  D.  Ushinski,  it  appeared  that  Russia  was  on  the  highway  to  a 
modem  educational  system  to  rival  those  of  the  West.  Certainly,  in  the  fields  of 

See  Bibliographical  Notes,  pp.  586,  588. 
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science,  literature,  and  music  Russian  intellectuals  more  than  held  their  o\w.  Lo¬ 
bachevsky,  Mendeleev,  Pavlov,  Tolstoy,  Chekhov,  Dostoievsk>%  Tchaikovsky,  and 
Rimsky-Korsakov,  to  name  only  a  few  popularly  known  in  the  West. 

But  then  Alexander  11  turned  away  from  liberalism  following  an,  attempted 
assassination  on  Ms  life  in  1866.  WMe  considerable  .repression  followed,  tMs  wasnot 
wholly  a  brake  on  modernization  as  such.  Dmitry  Tolstoy  (not  related  to  Leo 
Tolstoy)  as  minister  of  education  (1866-1880)  pushed  forward  the  standardization  of 
:he  school  curriculum,  upgraded  teacher  training,  instituted  a  system  of  inspection, 
tried  to  centralize  the  administration  of  education  in  the  hands  of  the  state,  and 
otherwise  nationalized  Russian  education  at  the  same  time  that  he  was  cutting  down 
opportunities  for  the  lower  classes  and  for  women  for  higher  education.  His  autocratic 
methods  alienated  liberal  educators,  many  of  whom  continued  to  unite  and  agitate  for 
m.ore  freedom.  In  any  case,  the  zemstvos  were  able  to  keep  at  work  and  to  continue  to 
expand  secular  education  throughout  the  century.  Even  under  the  still  more  repressive 
measures  of  Alexander  III  (1886-1894)  enrollments  in  primary''  and  secondary  schools 
continued  to  expand,  and  a  new  system  of  technical  schools  at  the  middle  level  was 
msiiiuied,  wMIe  higher  technical  institutes  expanded  into  new  specialized  fields  to 
respond  to  the  great  numbers  of  students  who  flocked  to  the  technical  and  scienti,fic 
studies  in  the  1 860s  and  1 870s. 

As  the  universities  and  technical  schools  grew  in  numbers  and  importance,  their 
liberal  and  radical  ideas  became  more  and  more  a  threat  to  the  established  regime 
which  in  turn  took  increasingly  sharper  steps  of  repression.  In  the  1880s  the  ministry 
of  education  rescinded  the  liberality  of  autonomy  for  universities,  d.iscrimmated 
against  Jews  in  the  universities,  repressed  minority  languages  in  favor  of  Russian,  aided 
church  schools,  restricted  lower-class  children  in  the  gymnasiums,  and  gene,rally  took 
an  antimodem  stance. 

In  response,  the  unrest  grew  sporadically  throughout  the  higher  institutions  of 
education,  and  various  temporizing  moves  were  made  in  response  during  the  reign  of 
the  last  tsar,  Nicholas  11  (1894-1917).  .At  almost  the  last  moment,  so  to  speak,  early  in 
the  second  decade  of  the  century,  a  number  of  fairly  comprehensive  proposals  for 
establishing  a  full  fledged  modem  system  of  education  were  made.  These  followed  the 
defeat  at  the  hands  of  the  Japanese  in  Asia  in  1904  to  1905,  the  great  general  strike  of 
October  1905,  and  the  creation  of  the  imperial  Duma  in  1906.  If  the  several  bills  for 
establishing  universal,  compulsory,  free,  secular,  elementary  education  could  have  been 
passed  and  put  into  effect,  at  least  one  of  the  pressure  points  of  frustration  against  the 
regi,me  might  have  been  eased  somewhat. 

As  it  was,  enrollment  continued  to  increase  up  to  World  War  I,  by  which  time 
there  w^ere  some  seven  to  eight  million  students  of  ail  ages  in  schools  and  universities. 
It  is  estimated  that  literacy  in  Russia  in  1897  was  approximately  21  percent  (29 
percent  of  men  and  1 3  percent  of  women;  45  pe.rcent  in  urban  areas  and  12  percent  in 
rural).  By  1920  the  overall  percentage  of  literacy  had  increased  to  33  percent  (42 
percent  among  males  and  25  percent  among  females).  The  literacy  rates  were  much 
higher  than  this  in  urban  centers;  for  example,  among  cotton  mill  workers  in  the 
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Russian  Socialist  Federated  Soviet  Republic  in  1918  it  was  77  percent  for  males  and 
37  percent  for  females.'® 

So  there  was  a  fairly  well  established  infrastructure  of  educational  institutions  in 
imperial  Russia  at  the  time  of  the  Revolution  of  1917.  The  tsarist  regimes  had  not 
been  utterly  negligent  in  trying  to  modernize  the  educational  system,  but  they 
certainly  provided  too  little  too  late.  While  there  was  a  substantial  cadre  of  trained 
manpower  in  the  technological  fields,  the  opportunities  for  the  great  masses  of  people 
were  far  behind  those  of  Western  Europe  and  the  United  States. 

When  the  Communists  came  to  power  they  set  out  to  modernize  Russian 
education  by  centralizing,  secularizing,  and  socializing  it.  They  confiscated  the  school 
properties  of  the  Orthodox  church,  abolished  private  schools,  and  moved  to  establish  a 
universal,  compulsory,  and  free  educational  system  completely  under  state  and  party 
control.  The  early  years  of  the  regime  established  the  goal  of  a  unitary  nine-year 
school,  of  which  the  first  seven  were  to  be  compulsory.  These  consisted  of  a  four-year 
elementary  cycle,  ages  seven  to  eleven,  a  first  cycle  of  secondary  education  of  three 
years,  ages  twelve  to  fifteen,  and  a  second  cycle  of  secondary  education  of  two  yean, 
ages  fifteen  to  seventeen.  At  various  times  the  nine-year  school  became  a  ten-year 
sdiool;  then  for  a  while  it  was  expanded  to  an  eleven-year  school  under  the  Khmsh- 
chev  reforms,  and  then  returned  to  a  ten-year  school  in  1964. 

The  first  part  of  the  ten-year  school  which  all  children  attend  in  common  is 
called  in  literal  English  translation  of  the  Russian  “the  compulsory,  incomplete  secon¬ 
dary,  eight  year,  labour,  general,  polytechnical  school”  for  ages  seven  to  fourteen. 
After  completing  this  program  the  student  may  fulfill  the  compulsory  attendance 
requirements  to  age  seventeen  by  going  to  the  complete  secondary,  labour,  polytech¬ 
nical  school  for  both  general  and  vocational  education;  or  he  may  go  to  specialized 
technical  schools  or  vocational  schools  (technicums)  aimed  at  particular  occupational 
skills.'^ 

Obviously,  at  the  outset  of  the  Communist  regme  not  aU  children  could  be 
accommodated  at  once  or  spared  by  families  to  attend  the  full  eight  or  nine  or  ten 
years  of  schooling,  so  many  had  to  be  satisfied  with  the  four-year  elementary  cycle,  or 
the  incomplete  secondary  education,  or  with  part-time  or  evening  or  correspondence 
classes.  Nevertheless,  the  ideal  of  a  common  school  which  aU  children  would  attend 
alike  to  the  compulsory  age  of  seventeen  years  was  one  of  the  Russian  revolution  s 
major  accomplishments  on  behalf  of  modernization.  The  age-old  duahstic  system 
which  had  created  so  much  disjunctivitis  for  so  long  in  Western  Europe  was  done  away 
with  in  spirit  and  very  largely  in  practice.  The  unitary  complete  secondary  school  was 
one  of  the  principal  agencies  of  modernizing  nation-building. 


See  Arcadius  Kahan,  “Social  Structure,  Public  Policy,  and  the  Development  of  Education  and 
the  Economy  in  Czarist  Russia,”  in  C.  Arnold  Anderson  and  Mary  Jean  Bowman  Education 
and  Economic  Development,  Aldine,  Chicago,  1964,  chap.  19,  pp.  367-369. 

World  Survev  of  Education,  IV,  Higher  Education,  UNESCO,  Paris  and  New  York,  1966,  pp. 
1134-1135. 
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B.  THE  GRUDGING  TREND  TO  THE  SECULAR 

The  road  to  modernization  in  Europe  since  1850  has  been  pockmarked  by  constant 
guerilla  skirmishing  and  occasional  pitched  battles  over  the  secularization  of  education. 
Road  blocks  and  detours  have  slowed  the  process,  and  political  compromises  have 
sometimes  been  the  only  means  by  which  educational  institutions  were  able  to  survive 
the  conflicts  which  swirled  around  the  relations  between  church  and  state. 

These  w^ere  particularly  apparent  in  the  politics  of  education  in  France.  With  the 
estabiisliment  of  the  Third  Republic  in  1871  the  idea  that  state  education  should  be 
exclusively  under  lay  control  and  imbued  with  secular  knowledge  freed  from  the 
teaching  of  religion  and  the  influence  of  the  church  was  one  of  the  pillars  of  the 
republican  doctrine  of  Laicite.  And  one  of  the  most  vigorous  exponents  of  the  view 
was  the  reformist  minister  of  education,  Jules  Ferry.  The  general  lineup  of  combatants 
ranged  Republicans  and  secularists  against  Monarchists  and  Roman  CathoHcs.  For  a 
cen tur\'  no  overwhelmingly  decisive  battles  settled  the  matter  once  and  for  ail.  In  fact 
it  was  still  very  much  alive  in  the  Fifth  Republic  as  the  1960s  began. 

In  1901  the  secularists  of  the  Third  Republic  passed  the  Association  Act  which 
prorided  that  no  religious  order  could  exist  without  the  approval  of  the  government 
and  no  unauthorized  order  could  teach  in  the  schools.  The  next  step  was  the 
Separation  Act  of  1905,  which  ended  Napoleon’s  Concordat,  disestablished  Roman 
Catholicism  as  the  state  church,  and  required  that  within  ten  years  all  teachers  in  state 
schools  must  be  laymen.  But  the  CathoMc  Church,  which  continued  to  be  the  preferred 
church  of  most  Frenchmen  who  adhered  to  any  religious  faith,  held  tenaciously  to  its 
position.  Under  the  Vichy  regime  of  Marshall  Petain  following  the  defeat  of  France  in 
World  War  II  the  church  won  back  some  of  its  privileges  when  a  decree  of  1942 
cancelled  the  Association  Act  of  1 90 1 ,  restoring  to  the  religious  orders  full  legal  status 
as  public  bodies.  Under  the  Fourth  Republic,  Catholic  clericalism  continued  to  play  a 
strong  political  role  through  the  Popular  Republican  Party.  The  composition  of  the 
National  Assembly  w^as  often  so  evenly  dmded  that  proposals  to  reestablish  religious 
instruction  in  state  schools  or  to  give  financial  benefits  to  Catholic  parents  rocked  the 
Republic  as  much  as  did  the  unpopular  war  in  Indochina  or  the  high  cost  of  living. 

In  1951  a  shaky  coalition  of  conservative  and  center  parties  finally  agreed  to 
compromise  with  the  church.  In  September  1951,  the  National  Assembly  revised  the 
secular  polcies  of  the  Fourth  Republic  by  passing  two  school-aid  bills:  one  gave 
indirect  aid  to  Catholic  schools  by  granting  scholarships  at  public  expense  to  students 
in  Catholic  schools;  the  other  gave  direct  aid  to  families  of  Catholic  students  by 
granting  alotments  to  the  Catholc  parents’  association.  Despite  such  aid  the  propor¬ 
tion  of  cMdren  in  CathoHc  schools  was  gradually  decreasing;  from  about  one-third  in 
1950  to  one-fifth  in  1959.  In  that  year,  the  first  of  the  Fifth  Republic,  the  Gaullist 
government  forces  voted  overwhelmingly  in  the  National  Assembly  (427-71)  to  grant 
substantial  state  aid  to  Roman  Catholic  schools.  Only  the  prewar  Popular  Front  of 
Radicals,  Socialists,  and  Communists  opposed  the  move,  plus  virtually  the  entire 
professional  teaching  corps.  Nevertheless,  by  the  mid-1960s  large  amounts  of  public 
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money  continued  to  flow  into  Catholic  private  schools  despite  their  decline  in 
numbers. 

On  the  persistent  question  of  public  support  for  voluntary  private  and  religious 
schools  in  England,  an  elaborate  compromise  was  worked  out  in  the  Education  Act  of 
1944.  The  act  provided  that  all  schools  receiving  state  support  should  begin  each  day 
with  collective  worship  of  a  nondenominational  kind  for  all  pupils  and  also  that 
religious  instruction  should  be  given  in  all  schools,  the  pupils  to  be  excused  if  parents 
so  requested.  In  county  schools  run  by  local  education  authorities  the  religious 
instruction  was  to  be  nondenominational  in  accordance  with  an  agreed  upon  syllabus 
drawn  up  by  a  conference  of  four  committees  representing  the  Church  of  England, 
other  denominations  in  the  local  community,  teachers’  associations,  and  the  local 
educational  authority.  In  various  types  of  voluntary  schools  denominational  religious 
instruction  could  be  offered  by  special  teachers  under  complicated  arrangements 
designed  to  satisfy  a  wide  range  of  parental  preferences.  This  all  meant  that  the 
religious  element  remained  strong  in  English  schools. 

As  soon  as  William  I  became  emperor  of  the  Second  Reich  in  1871  and  set  out 
to  use  education  as  an  instrument  to  unify  the  diverse  elements  of  his  new  empire,  he 
immediately  ran  up  against  religious  opposition  in  the  several  German  states.  In  pursuit 
of  his  kulturkampf  against  outside  alien  forces  in  the  affairs  of  the  new  Germany, 
Bismarck  tried  to  remove  the  control  of  school  inspection  from  the  clergy;  but  he  soon 
abandoned  this  effort  and  left  inspection  largely  in  church  hands.  The  General  School 
Regulations  of  1872  recognized  that  the  different  religious  groups  in  the  German 
states  should  have  a  voice  in  the  educational  system.  State  schools  should  be  consti* 
tuted  as  Protestant,  Roman  Catholic,  or  Jewish,  according  to  the  dominant  elements  in 
the  community.  Where  the  community  was  divided,  each  kind  of  school  should  be 
maintained,  or  special  instruction  should  be  given  by  each  of  the  different  faiths.  This 
arrangement  resulted  in  a  public  denominational  school  system  in  which  the  state 
maintained  public  schools  for  the  benefit  of  the  various  religious  groups.  No  concerted 
lay  movement  developed  in  Germany  to  demand  secular  state  schools  as  in  France. 
Religion  continued  to  play  a  substantial  role  in  German  elementary  schools. 

In  Germany  under  the  Nazis  the  churches  received  their  most  severe  setbacks. 
Ktier  took  every  means  at  his  disposal  to  attack  the  clergy,  destroy  their  power,  and 
wean  the  younger  generation  away  from  religious  teachings.  The  Nazis  tried  to  set  up  a 
Nazi  state  church  devoid  of  Christianity;  they  persecuted  Roman  Catholic,  Protestant, 
and  especially  Jewish  leaders.  By  court  order  and  othervvdse,  children  were  taken  from 
parents  who  tried  to  teach  Christianity,  pacifism,  or  resistance  to  Nazi  ideas.  Hitler 
tried  to  rewrite  Christian  history,  claiming  that  divine  guidance  was  on  his  side;  in  Ms 
anti-Jewlsh  outbursts  he  even  claimed  that  Christ  was  not  a  Jew  but  a  good  German 
Aryan.  The  churches,  however,  held  out  as  best  they  could  and  throughout  the  Nazi 
regime  constituted  one  of  the  few  opposition  forces  to  the  Nazis.  With  the  victory  of 
the  Allies  the  German  churches  once  more  became  free  to  undertake  activities  and 
reassert  their  influence  in  the  schools. 

In  Russia  before  the  Communist  revolution  the  Greek  Orthodox  Church  held  a 
dominant  position  in  the  political  life  of  the  country,  the  clergy  ranking  with  the 
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nobility  among  the  privileged  classes.  When  the  Communists  came  into  power,  they 
immediately  set  about  to  liquidate  the  church  as  a  bulwark  of  the  old  capitalistic  and 
czarist  regime.  Karl  Marx’  dictum  that  religion  is  the  “opium  of  the  people”  was 
echoed  by  Lenin,  and  Stalin  asserted  that  the  party  stood  for  science,  whereas  reiigion 
was  diametrically  opposed  to  science.  Church  properties  were  confiscated,  and  the 
clergy  forbidden  to  preach,  teach,  or  undertake  charitable  activities.  In  educational, 
and  cultural  activities,  the  youth  were  taught  that  communism  had  no  place  for  the 
old  religion. 

In  the  new  Soviet  constitution  of  1936,  how^ever,  the  principle  of  religious 
freedom  was  stated,  but  few  gains  were  made  until  the  Second  World  War,  when  more 
offic,ial  permissiveness  was  expressed  by  the  government.  The  church  was  no  longer 
considered  to  be  a  threat  to  the  security  of  the  state,  for  it  had  supported  the  war 
against  Germany.  Although  the  church  by  no  means  recovered  its  lost  ground,  it  was 
estimated  in  1945  that  there  were  more  than  16,000  Greek  Orthodox  churches 
functioning  in  the  Soviet  Union,  compared  with  54,000  before  the  Revolution.  The 
church  remained  definitely  in  a  subordinate  position,  maintaining  itself  as  long  as  it 
did  not  oppose  the  communist  regime.  Constant  charges  of  anti-Semitism  and  of 
persecution  of  Jewish  schools  in  Soviet  Russia  emanated  from  the  United  States  and 
Israel. 


C.  THE  RISING  FORTUNES  OF  TECHNICAL  SPECIALISM 

Despite  all  the  momentous  developments  in  the  biological  and  physical  sciences  and  in 
the  social  sciences,  wdiich  generally  secularized  the  intellectual  world  of  the  West 
between  the  1850s  and  1950s,  the  curriculum  in  the  schools  tended  to  change  more  slow¬ 
ly  in  Britain  and  France  than  in  Germany,  Russia,  or  the  United  States.  WTiile  this  is  too 
complicated  a  problem  for  easy  answers,  one  of  the  reasons  must  surely  be  found  in 
the  strength  of  the  classical  humanistic  tradition  am.ong  the  educated  elites  of  Western 
Europe,  w^ho  took  the  role  of  the  Ancients  in  gi\ing  highest  priority  to  the  literary 
classics  in  the  preuniversity  secondary  school  programs  against  those  Moderns  who 
would  broaden  them  to  include  the  sciences,  the  social  studies,  and  the  technological 
studies. 

By  and  large,  viewing  the  century  since  1850  as  a  whole,  the  modernists  w^ere 
gaining  against  the  stubborn  resistance  of  the  traditionalists.  Generally,  however,  the 
modem  studies  gained  their  early  successes  by  being  offered  in  institutions  outside 
those  strongholds  of  the  classical  tradition,  the  French  lycee,  the  English  grammar 
school,  and  the  German  gymnasium.  \%en  the  modem  studies  finally  did  gain  a  larger 
place  in  these  preferred  institutions,  they  often  remained  in  a  subordinate  position. 
Raymond  Poignanfs  comparison  of  the  study  of  the  sciences  and  mathematics  in 
Russia  and  in  the  Common  Ma,rket  countries  showed  that  all  students  in  Soviet 
secondary'  schools  receive  longer  training  In  those  subjects  than  do  the  students  in 
Western  Europe  who  have  chosen  to  specialize  in  the  scientific  programs.  And  only  a 
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third  to  two-fifths  of  secondary  school  students  chose  the  scientific  sections?^  Later 
comparative  studies  reveal  that  innovations  that  sprang  up  in  the  late  1950s  and  early 
1960s  had  more  to  do  with  new  methodologies  than  with  new  and  more  modem 
subject  matter  in  the  courses  offered  in  general  secondary  schools?^ 

Still,  making  all  allowances  for  the  strength  of  tradition,  the  momentum  for 
modernizing  reform  was  obviously  gathering  speed  from  mid-nineteenth  century 
onward.  TMs  applies  to  what  we  have  identified  earlier  as  three  ingredients  of  modem 
education:  the  secular  and  scientific,  the  practical  and  the  professional,  and  the 
differentiated  and  diversified.  The  interrelationships  among  these  factors  are  so  com¬ 
plicated  that  they  cannot  possibly  be  unravelled  here.  They  are  simply  lumped 
together  here  under  the  heading  technical  specialism,  the  increasing  tendency  to 
organize  knowledge  in  specialized  and  calculated  ways  to  achieve  concrete  goals  for 
practical  purposes. 

In  the  main,  the  provisions  for  education  to  develop  technical  specialism  in 
Western  Europe  were  more  scattered  and  diffuse,  and  suffered  more  from  lower 
prestige  in  comparison  with  university  forms  of  higher  education  than  has  been  the 
case  in  the  United  States  or  in  Soviet  Russia.^^  Frank  Bowles  points  out  that  Europe 
could  recover  relatively  quickly  and  go  on  to  expand  economically  after  World  War  11 
without  making  major  changes  in  education  related  to  economic  development,  because 
it  already  had  a  large  reservoir  of  trained  manpower  from  its  partly  modernized  prewar 
educational  system.  But  he  argues  that  continued  social  and  economic  development 
cannot  be  maintained  unless  the  European  educational  systems  radically  change  their 
approaches  to  technological  education  in  the  future.  They  must  do  this  as  the 
American  and  the  Russian  systems  did  in  the  1930s  when  they  expanded  the  training 
of  personnel  for  the  technical,  administrative,  and  service  professions  through  the  state 
universities  in  the  United  States  and  the  polytechnical  programs  in  the  Soviet  Union.  If 
the  universities  do  not  respond,  new  kinds  of  higher  education  will  need  to  be 
developed  to  break  the  blockages. 

The  Robbins  report  on  higher  education  in  England  made  much  the  same  point 
when  it  compared  British  higher  education  with  the  European  continent,  Russia,  and 
the  United  States,  The  hierarchical  system  of  Europe  not  only  assigns  lower  prestige 
but  attracts  fewer  numbers  to  technological  and  professional  studies  compared  with 
university  studies.  Tlie  crux  of  the  matter  is  that  the  universities  dominate  the  higher 
education  scene,  but  they  are  the  least  diversified  in  their  offerings  of  a  practical  and 
proiessional  nature,  and  thus  they  do  not  produce  the  variety  and  range  of  trained 

^  Raymond  Poignant,  Education  and  Development  in  Western  Europe,  the  United  States,  and  the 
U.S.S.R.;  a  Comparative  Study,  Teachers  College  Press,  New  York,  1969,  pp.  43-47. 

See,  for  example,  Ursula  K.  Springer,  Recent  Curriculum  Developments  in  France,  West 
Germany,  and  Italy,  Teachers  College  Press,  New  York,  1969;  ‘Ten  Years  of  European  Educational 
Reform,  1956-1966,”  a  special  issue  of  Comparative  Education  Review,  October  1967;  and 
Edmund  J.  King,  Education  and  Development  in  Western  Europe,  Addison-Wesley,  Reading,  Mass., 
1969. 

^>9 

See,  foi^example,  Poignant,  op.  cit.,  chap.  2;  Bowles,  op.  cit.,  pp.  373-393;  and  the  Report  of 
the  Committee  on  Higher  Education,  (Lord  Robbins,  chairman),  Her  Majesty’s  Stationery  Office, 
London,  1963,  chap.  5. 
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personnel  with  the  competences  required  for  the  advanced  stages  of  modernization.  In 
contrast,  the  systems  in  Russia  and  America  display  much  more  variegated  patterns  of 
professional  training,  both  within  and  outside  of  the  universities,  and  no  such  rigid 
caste  system  of  institutional  types. 


Germany 

The  educational  instruments  that  promoted  the  modernization  process  in  nineteenth 
century  Germany  were  the  secondary  schools,  technical  institutions,  and  universities 
that  prepared  the  classes  that  marched  in  the  vanguard  to  modernization.  Chief 
designer  of  the  German  experience  was  the  HohenzoUern  monarchy  which  was  able  to 
enlst  extraordinarily  capable  administrative  leaders,  of  whom  Bismarck  was  only  the 
most  outstanding  in  his  loyalty  and  zeal  to  create  a  unified  German  nation.  To  this 
end,  a  powerful  bureaucracy  was  built  up,  based  not  only  upon  loyalty  to  the 
monarchy  but  upon  devotion  to  the  performance  of  duties  of  office.  A  high  standard 
of  achievement  and  competence  was  set  as  the  test  of  fitness  for  appointment  and 
promotion.  And,  of  course,  the  military  was  a  major  factor,  for  it  could  keep  the 
powerful  landed  Junkers  in  line  by  providing  them  with  an  outlet  for  their  inherited 
feelings  of  class  superiority,  and  it  could  provide  the  middle  classes  with  the  law  and 
order  necessary  for  expanded  industrialization,  commerce,  and  profits. 

It  was  recognized  that  a  new  kind  of  education  would  be  needed  if  the  upper 
classes  were  to  produce  the  scientific  and  technological  expertise  required  for  industri- 
aBzation;  and  if  the  lower  classes  were  to  achieve  a  more  effective  and  widespread 
literacy  and  loyalty  as  well  as  the  technical  skills  required  to  build  a  unified  national 
state  out  of  scores  of  particularistic  polities.  While  the  outward  forms  of  parliamentary 
government  were  gradually  developed,  they  were  generally  less  effective  than  the 
bureaucracy  and  the  military  in  promoting  industrialization.  They  could  not  become 
the  chief  instruments  whereby  the  social  structures  could  be  modified  to  achieve 
democratization  as  an  ingredient  of  modernization.  Germany  tried  to  modernize 
without  applying  the  torch  of  the  democratic  revolution;  neither  the  bourgeoisie,  the 
working  class,  nor  the  peasants  could  effect  fundamental  reform  from  below.  Milita¬ 
rism  and  autocracy  to  which  the  upper  classes  rallied  stood  resolutely  in  the  way ,  with 
the  exception  of  the  short-lived  Weimar  Republic,  until  alter  World  War  IL 

ITiat  was  lacking  in  democratic  reform  as  a  touchstone  of  modernization  m 
education,  Germany  made  up  in  promotion  of  an  education  that  stressed  the  scientific 
and  technological,  the  practical  and  the  professional,  the  differentiated  and  the 
diversified,  an  exaggerated  achievement  orientation,  and  an  extraordinary  emphasis  on 
research.  This  was  a  brilliant  galaxy  in  the  cosmos  of  modernity,  attracting  attention 
and  emulation  throughout  much  of  the  world  in  the  nineteenth  century.  The  linking 
of  science  and  research  to  technology,  the  specialization  of  technical  training  for 
particular  |obs,  the  managerial  and  administrative  skdls,  by  which  to  rationalize  the 
economy  and  society  al  commanded  admiration— as  well  as  trepidation. 

The  fatal  flaws  turned  out  to  be  the  authoritarianism,  the  arrogant  mihtaiism, 
the  absence  of  a  humane  concern  for  the  welfare  of  the  common  people,  and 
indifference,  even  contempt, for  individual  difference  and  cultural  diversity.  Worse  still, 
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the  educational  system,  for  all  its  glory  in  the  pursuit  of  pure  knowledge  and  its 
application  of  science  to  technology,  did  not  counteract  the  undemocratic  forces  that 
marked  German  modernization.  The  academic  doctrines  of  freedom  of  teaching 
masked  a  political  alliance  between  the  state  and  the  professorate  that  demanded 
loyalty  to  the  established  imperial  order  in  return  for  the  privileges  and  perquisites  of 
high  bureaucratic  status.  Professors  were  coopted  into  the  bureaucracy,  paid  good 
salaries,  given  security  of  tenure,  granted  the  right  to  select  their  colleagues,  and 
awarded  high  rank  in  society  as  part  of  the  ruling  elite.  Fritz  Ringer  refers  to  them  as 
members  of  the  “German  mandarin  caste While  the  higher  technical  institutes 
trained  specialists  for  the  new  industrial  society,  the  orthodox  mandarins  of  neo- 
Kantian  or  neohumanist  persuasion  bemoaned  the  onset  of  modernity,  the  erosion  of 
kultur,  and  the  efforts  to  democratize  or  modernize  the  schools. 

Meanwhile,  vocational  and  continuation  schools  became  very  popular  in  most 
German  cities  as  a  means  of  training  skilled  workers  for  the  industrialization  of 
Germany.  More  than  any  other  nation,  the  Germans  sponsored  this  type  of  education 
through  local  institutions.  The  regulations  of  1872,  recognizing  the  need  for  an 
education  beyond  the  elementary  level,  looked  to  the  establishment  of  intermediate, 
or  middle,  schools  for  the  children  of  artisans,  small  merchants,  and  tradesmen  who 
could  go  beyond  the  rudiments  of  education  but  were  not  expected  to  have  the 
advantages  of  the  secondary  school. 

By  the  middle  of  the  nineteenth  century  the  classical  gymnasium  had  become 
the  highest  prestige  secondary  school  in  Germany,  the  preferred  route  to  the  bureau¬ 
cracy,  the  army,  public  office,  church,  and  university.  The  abitur  awarded  as  the 
certificate  of  achievement  of  a  secondary  education  on  the  basis  of  leaving  examina¬ 
tions  became,  Uke  the  baccalaureat  in  France,  an  automatic  key  of  admission  to  the 
universities.  While  the  gymnasium  thus  stood  at  the  peak  of  upper  class  secondary’ 
education  with  its  major  stress  upon  Latin  and  Greek  as  the  epitome  of  humanistic 
culture,  Germany  moved  faster  than  either  Britain  or  France  to  build  up  studies  in 
science,  mathematics,  and  technology,  at  both  the  secondary  and  higher  levels.  The 
modernizing  revolution  from  above  had  this  advantage,  that  it  could  effect  changes  in 
education  more  quickly  and  efficiently  than  in  the  more  libertarian  societies. 

If  the  universities  were  reluctant  to  accept  or  to  promote  the  applications  of 
science  to  technology,  the  government  could  and  did  establish  new  institutions  to  do 
so.  Thus  appeared  the  famous  German  Technische  Hochschulen  in  the  nineteenth 
century  to  speciahze  in  the  most  advanced  study  of  the  sciences  and  mathematics  and 
their  application  to  such  professional  and  technological  fields  as  medicine,  veterinai}' 
science,  agriculture,  and  engineering  as  well  as  economics,  commerce,  and  public 
administration.  These  technical  or  polytechnical  institutions  relatively  soon  acquired 
university  level  status;  indeed  the  trend  in  the  twentieth  century  was  to  affiliate  with 
university  institutions.  They  helped  to  develop  the  high-level  manpower  that  speeded 
Germany’s  modernization.  They  added  diversification  to  higher  education  by  multiply¬ 
ing  differentiated  institutions.  They  had  a  similar  effect  upon  secondary  education. 

^  Fritz  Ringer,  The  Decline  of  the  German  Mandarins:  the  German  Academic  Community, 
1890-1933,  Harvard  University  Press,  Cambridge,  Mass.,  1969. 
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The  achievements  in  science  and  the  gains  of  the  industrial  revolution  after  the 
middle  of  the  nineteenth  century  meant  tliat  newer  types  of  secondary  schools  were 
recccnized,  if  not  on  a  par  with  the  gymnasium,  at  least  far  above  elementary  schools. 
One  of  these  was  the  realgymnasium,  wliich  represented  a  compromise  with  the 
humanists  according  to  which  Latin  was  retained  but  Greek  was  omitted  in  order  to 
give  more  time  to  science  and  modern  languages.  Although  these  schools  were  attacked 
bv  educational  traditionalists  on  the  basis  that  they  failed  to  give  real  mental  disci- 
nline.  they  were  finally  accorded  the  right  to  give  leaving  examinations  in  science, 
m,athemaiics.  and  modern  languages  entitling  the  successful  to  the  abitar  and  entrance 
to  the  universities. 

A  third  type  of  school  also  gained  some  recognition  on  the  fringes  of  secondary 
education  against  the  objections  of  the  conservatives.  This  was  the  oberrealschiile, 
which  was  so  radical  that  it  omitted  Latin  as  well  as  Greek  and  shaped  its  curriculum 
entirely  around  the  sciences,  mathematics,  modern  languages,  and  social  studies.  It 
was,  of  course,  attacked  as  utterly  lacking  in  culture  and  discipline  because  it  omitted 
the  classics.  All  these  schools  were  nine-year  institutions,  but  each  had  its  six-year 
counterparts  principally  in  rural  areas,  from  which  students  could  go  on  to  the 
Tiine-year  schools. 

The  multiplication  of  secondary  schools  went  much  further  in  Germany  than  it 
did  in  France  or  England,  especiaUy  under  the  impetus  of  the  democratic  educational 
reformis  of  the  Wbimar  Republic.  Wdiereas  France  really  had  only  two  versions  of  the 
sam.e  type  of  academic  secondarv^  school  Qycee  and  college)  as  roads  to  the  univer¬ 
sities,  Germany  prowded  at  least  six  types  of  schools  that  led  to  higher  education  in 
technical  or  academic  subjects.  Until  the  Nazi  regime,  however,  the  gymnasium 
continued  to  be  the  preferred  route,  much  like  the  lycee  in  France  and  the  public 
gramimai  school  in  England.  Under  the  Nazis  the  German  secondary  school  system  was 
greatly  reduced  in  intellectual  and  scholarly  standing  in  comparison  with  the  school 
systems  of  most  other  nations  of  the  Western  world.  The  secondary  schools  in  Western 
Germany  after  the  Second  World  War  maintained  their  specialized  character,  but  the 
number  of  different  kinds  of  institutions  was  cut  down. 

The  whole  system  of  differentiated  and  specialized  schools  is  quite  rational  so 
long  as  people  are  willing  to  have  their  children’s  social  and  economic  niche  in  life 
decided  at  age  ten.  As  the  twentieth  centuiy  wore  on,  modern  German  educators 
became  increasingly  concerned  that  so  few  young  people  were  completing  the  long 
secondaiy^  education  and  qualifying  for  the  ahitur  and  entrance  to  higher  education. 

Up  to  the  1930s  the  German  universities  were  widely  regarded  as  providing  the 
Mghest  levels  of  teaching  and  research  and  thus  as  the  best  universities  in  the  world. 
The  renown  of  Berlin,  Munich,  Heidelberg,  Gottingen,  Halle,  Jena,  Freiburg,  Hamburg, 
Bonn,  Cologne,  Frankfurt,  Breslau,  and  Konigsberg  along  with  a  dozen  others  was 
celebrated  throughout  the  West.  Tlie  freedom  of  teaching  and  learning  for  professors 
and  students;  the  autonomy  of  the  faculties  of  philosophy,  medicine,  law,  and 
theology;  the  quality  of  specialized  and  empirical  research;  and  the  disinterested 
pursuit  of  science  and  knowledge  were  held  up  as  models  for  the  rest  of  the  world  to 
emulate. 
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Although  all  was  not  as  roseate  as  the  admirers  from  outside  painted  the  German 
universities  to  be,  often  in  order  to  gain  reforms  they  desired  at  home,  there  is  Ettle 
doubt  that  the  ideal  of  research  was  firmly  embedded  as  a  basic  ingredient  in  the 
meaning  of  modern  education  by  the  example  of  the  German  universities  as  they 
developed  in  the  nineteenth  and  early  twentieth  centuries.  Specialization  became  the 
touchstone  of  competence;  Wissenschaft  the  goal  of  the  professor.  Walter  Metzer’s 
cogent  analysis  puts  it  this  way  in  his  essay  on  the  influence  of  the  German  university: 

The  very  notion  of  Wissenschaft  had  overtones  of  meaning  utterly  missino 
in  its  English  counterpart,  science.  The  German  term  signified  a  dedicated” 
sanctified  pursuit.  It  signified  not  merely  the  goal  of  rational  understanding,  but 
the  goal  of  self-fulfillment;  not  merely  the  study  of  the  “exact  sciences,”  but  of 
everything  taught  by  the  university;  not  the  study  of  things  for  their  immediate 
utilities,  but  the  morally  imperative  study  of  things  for  themselves  and  for  their 
ultimate  meanings.^'* 


When  the  Nazis  came  to  power,  however,  they  made  a  shambles  of  the  vaunted 
freedom  of  the  German  universities.  They  instituted  a  concerted  drive  to  turn  the 
universities  to  their  own  uses,  to  make  party  loyalty  the  principal  requirement  for 
students  and  professors,  and  to  wipe  out  the  “decadent”  liberal  notions  that  science 
and  knowledge  should  be  objective.  Knowledge  and  science  could  no  longer  be 
nonnational  or  international  in  outlook  but  had  to  be  subordinated  to  Nazi  ideology', 
the  ultimate  in  the  politicization  of  the  university.  Professors  who  did  not  suit  the 
Nazi  ideas  of  race,  religion,  or  politics  were  ruthlessly  attacked.  Many  who  could  not 
Or  would  not  adjust  their  positions  were  weeded  out  or  liquidated.  New  courses  were 
armounced  on  such  subjects  as  folk  and  race,  Nazi  philosophy  and  race  theory', 
foundations  of  National  Socialist  philosophy,  and  the  nature  of  ancient  German 
religions. 

Even  after  the  Second  World  War  the  agony  of  the  German  universities  was  not 
to  end.  They  reestabhshed  many  of  their  fine  traditions  of  specialized  scholarship,  but 
they  also  reestablished  some  of  their  aristocratic  traditions  of  independence  for  the 
full  professorship  which  came  to  be  criticized  by  students  and  younger  colleagues  not 
so  much  as  autonomy  as  autocracy.  The  unrest  of  the  1960s  focused  in  Germany,  as 
almost  everywhere  in  Western  Europe,  upon  the  hierarchical  powers  of  the  privileged 
professor  to  dictate  academic  affairs  from  the  sanctity  of  his  chair  or  his  feudahstic 
institute,  the  isolation  of  discipKnary  specialisms  from  each  other,  the  impersonalism 
and  mdifference  to  the  welfare  of  the  students,  and  a  lack  of  relevance  of  the 
mainstream  of  academic  interests  to  the  flood  tide  of  human  concerns  outside  the 
universities.  Each  ot  the  Western  societies  had  made  contributions  to  some  aspects  of 
educational  modernization;  none  had  as  yet  put  all  the  pieces  together  to  produce  a 
fuHy  developed  modernity. 


P-  Metzger,  The  Development  of  Academic  Freedom 
United  States,  Columbia  University  Press,  New  York,  1955,  p.  373. 
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Soviet  Russia 

Stimulated  by  the  desire  to  achieve  rapid  and  massive  industrialization  Soviet  Russia 
turned  quickly  to  develop  scientific,  practical,  and  technical  education.  Within  a  few 
decades  the  curriculum  of  the  complete  ten-year  secondary  school  gave  first  priority  to 
the  study  of  mathematics  and  the  physical  and  natural  sciences.  Parallel  to  the  general 
secondary  schools  were  established  special  v/orkers’  faculties  for  the  underprivileged 
urban  classes  in  the  factories  and  for  the  peasants  on  the  collective  farms  as  well  as 
many  vocational  institutions  and  extension  classes  for  adults  in  industrial,  agricultural, 
commercial,  and  professional  fields.  Special  attention  was  given  at  al  levels  to  \wping 
out  illiteracy  and  extending  technical,  cultural,  and  political  education.  Part-time 
education  through  evening  classes  and  correspondence  courses  became  a  major  feature 
of  promoting  aciiievement-oriented  education  throughout  Russia. 

In  the  formal  educational  system  polytechnism  was  the  leading  idea.  Students  in 
a  rapidly  modernizing  society  should  be  immersed  in  studying  the  meaning  of  science 
and  technoiog^^  for  the  radical  social  transformation  through  which  they  were  pas- 
sing.^^  Therefore,  an  understanding  of  the  various  ramifications  of  science  for  in¬ 
dustrial,  political,  social,  and  intellectual  development  of  the  people  should  be  at  the 
veiy'  heart  of  the  general  and  polytechnic  al  education.  In  Russia,  poly  technical  does 
not  mean  simply  what  it  does  in  France,  the  offering  of  several  specialized  technical 
fields  of  study  in  a  single  institution.  It  does  not  mean  only  that  students  should  be 
trained  in  a  variety  of  specialized  techniques  for  undertaking  productive  work.  It  is 
both  a  general  education  based  upon  the  study  of  the  sciences  rather  than  the  study  of 
the  humanities  and  a  learning  to  play  a  technical  role  in  achieving  a  modern  socle ty^  In 
this  respect  polytechnism  is  thoroughly  consistent  with  the  idea  of  modem  education. 
It  is  inherently  secular  and  scientific  as  wel  as  practical  and  professional . 

In  the  1920s  the  Soviet  government  instituted  a  thoroughgoing  reorganization  of 
higher  education.  The  universities  were  made  a  part  of  the  state  system  of  education, 
and  numerous  specialized  higher  institutions  were  established,  intended  both  to 
prepare  specialists  and  scientific  workers  in  such  various  fields  as  technology,  agricul¬ 
ture,  economics,  law,  medicine,  teacher  training,  and  the  arts.  Preference  was  given  to 
students  of  proletarian  origin  and  background,  who  received  maintenance  at  state 
expense,  and  their  curriculums  played  up  social  and  political  studies  in  order  to  spread 
the  Marxist  gospel.  Physical  education  and  military  training  were  also  made  compul- 
soiyu 

After  1929  the  character  of  Soviet  higher  institutions  changed  once  more,  much 
as  the  lower  schools  had  changed  with  the  beginning  of  the  first  Five  Year  Plan  and  the 
onset  of  the  Stalin  regime :  The  stress  was  now  upon  the  master^'  of  knowledge  as  a 
means  of  preparing  professional  and  speciaEzed  scientific  personneL  The  doctrine  that 
science  must  serve  communism  became  the  overal  aim,  much  as  the  Nazis  stated  that 
science  must  serv^e  national  sociaMsm.  Higher  institutions  were  set  up  in  connection 
Mth  many  factories;  thus,  centers  of  production  also  became  centers  of  education. 

^^For  a  clarifying  short  analysis,  see  Kenneth  Chariton,  ‘■‘Poly technical  Education:  an  Idea  in 
Motion,’’  Tfie  International  Review  of  Education,  vol.  14,  no.  1,  pp.  43-60, 1968. 
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By  1946  the  number  ofhigher  institutions  which  had  expanded  enormously  had 
been  brouglit  under  all-union  control,  except  for  the  pedagogical  institutes  which  were 
left  to  the  ministries  of  education  in  the  several  republics.  Very  rapid  increases  in 
enrollments  brought  additional  thousands  of  students  into  Soviet  higher  institutions  in 
the  postwar  yearl  By  1955  the  Soviet  Union  was  producing  more  scientists  annually 
than  the  United  States  was.  The  success  of  Sputnik  in  1957  seemed  to  be  a  mark  of 
success  for  the  Soviet  emphasis  on  science  in  education.  By  1962  there  were  731 
Russian  institutions  of  higher  education  enrolling  nearly  3,000,000  students,  over  half 
of  whom  were  enrolled  part-time  while  continuing  to  work.  The  plan  was  to  increase 
enrollments  to  8,000,000  by  1980.^® 

The  Soviet  Union  has  become  inordinately  proud  of  its  rapid  modernization  in 
the  fifty  years  since  the  Revolution,  and  some  leaders  in  underdeveloped  nations  have 
been  inclined  to  accept  on  face  value  that  it  was  the  communist  element  that  was  the 
prime  causative  factor.  Much  more  hard  analysis  and  rigorous  study  will  be  necessary- 
before  such  claims  can  be  substantiated  with  confidence;  it  may  just  be  that  Russia’s 
stress  on  education  for  technical  specialism  was  an  even  more  important  factor. 

France 

Despite  the  great  controversies  that  raged  between  the  classicists  and  the  modernists 
during  the  1880s  and  1 890s,  secondary  education  in  the  Third  Republic  did  not  depart 
radically  from  the  humanistic  tradition  as  the  recognized  road  to  preferment  in  public 
affairs  and  university  study.  To  be  sure  the  Modems  won  a  round  or  two  in  their  bouts 
with  the  Ancients  as  they  tried  to  gain  a  larger  place  for  science  and  the  modem 
languages  in  the  fycee  and  college.  At  one  point  Victor  Dumy  established  two 
different  courses  in  the  last  three  years  of  the  secondary  school,  when  students  were  to 
have  a  choice  between  the  classics  and  science,  but  the  scientific  course  was  always 
considered  to  be  second  rate.  Teachers  were  not  as  well  trained  in  science  as  in  the 
classics;  the  humanists  could  therefore  look  down  pityingly  upon  the  scientific  courses 
as  undisciplined  and  feeble. 

In  1 902  a  major  victory  was  won  for  the  Modems  when  Louis  Liard  was  able  to 
introduce  into  the  upper  years  of  the  secondary  schools  parallel  courses,  which 
emphasized  various  combinations  of  modem  languages  and  science,  alongside  the 
classical  course,  which  emphasized  Greek  and  Latin.  All  courses  were  to  include  a 
certain  amount  of  history,  geography,  mathematics,  and  science  and  to  lead  to  the 
baccalaureat,  but  the  newer  courses  were  never  fully  recognized  as  equal  in  standards 
to  the  older  classical  subjects. 

In  reaction  against  the  intrusion  of  modern  subjects  and  after  hot  debates  in  the 
parliament  of  France,  Leon  Berard  sought  to  undo  the  reforms  of  1902  by  decreeing 
under  a  rightist  government  in  1923  that  four  years  of  Latin  and  two  years  of  Greek 
were  compulsory  for  all  students  in  lycees  and  colleges.  In  1925,  however,  a  coahtion 
government  of  the  left  restored  the  choice  between  modern  languages  and  Latin, and 
in  the  highest  grade  of  the  lycee  a  choice  was  permitted  between  philosophy  and 

World  Survey  of  Education,  IV,  Higher  Education,  p.  1 143. 
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naihematics.  State  examinations  at  the  end  of  the  secondan^  school  ted  to  the 
tjccalaiireat  and  admission  to  the  universities  or  technical  facilities. 

The  leftists  could  never  quite  solidify  their  educational  reforms  against  the 
traditionalists'  charge  that  they  were  subverting  French  culture  and  civilization  by 
phmarizarion  of  the  school  system.  In  1936,  Leon  Blum,  the  first  socialist  premier  to 
be  elected  in  France  under  the  popular  front,  appointed  Jean  Zay  as  minister  of 
education.  Zay's  proposals  and  decrees  began  a  major  shift  to  learner-oriented  educa¬ 
tion  and  an  integration  between  primarv'  and  secondary  education,  but  the  Second 
World  War  intervened. 

To  the  horror  of  the  humanists,  the  Vichy  government  announced  its  intention 
to  deintelectualize  French  secondary  education  along  the  lines  of  the  German  youth 
movement.  Following  the  philosophy  of  “kitchen,  church,  and  children,”  the  proposal 
was  to  introduce  manual  training,  domestic  science,  physical  training,  and  other 
practical  and  vocational  courses  into  the  staid  halls  of  the  lycee.  Fully  as  revolutionary 
was  the  proposal  to  abolish  the  philosophy  course  as  the  last  year  of  the  lycee.  These 
proposals,  of  course,  met  determined  resistance  and  were  never  fully  carried  out. 

Under  the  Fourth  Republic  the  dominant  intellectual  character  of  the  secondary^ 
schools  was  maintained,  but  significant  new  trends  began  to  appear.  Even  before  the 
Second  World  War,  the  closely  knit  character  of  French  secondary  education  began  to 
loosen.  An  increasing  number  of  scholarships  went  to  able  students  irrespective  of 
social  class.  Transfer  from  elementary  to  secondaiy  tracks  was  made  easier,  gradual 
abolition  of  tuition  fees  had  been  achieved  in  1937,  and  the  newer  subjects  gained 
some  respectability.  In  postwar  France  students  could  at  last  major  in  the  physical 
sciences  in  the  final  year  as  well  as  in  mathematics  or  philosophy.  The  emphasis  upon 
classics  in  the  lower  grades  was  declining  but  continued  strong. 

The  tremendous  need  for  technical  education  as  a  basis  for  French  industrial 
progress  and  militaiy^  security  was  given  little  attention  by  humanistically  minded 
secondaiy^  school  educators.  Vocational  and  technical  education  was  offered  in  local 
preparatory  vocational  schools  (two  or  three  years)  and  topped  off  by  national 
technical  schools  (three  to  four  years).  Rapid  increases  in  enrollments  in  these  schools 
gave  hope  that  this  phase  of  French  education  would  finally  receive  the  attention  it 
deserved.  But,  most  likely,  it  would  continue  to  be  separated  from  the  humanistic  and 
theoretical  training  available  only  in  the  secondary  schools,  unless  genuine  democrati¬ 
zation  could  be  achieved.  Methods  in  secondary  education  might  change,  but  even  in 
the  early  1960s  the  basic  content  was  not  being  radicahy  revised.^^  Much  depended 
on  whether  the  voices  of  reform  w^ere  to  be  heeded  or  ignored."^ 

VJiat  the  reformers  had  to  cure  w^as  a  deeply  ingrained  disjunctivitis  whose 
symptoms  were  two  disparate  educational  w'orlds.  Primary  schools  led  to  higher 
primary  schools  w^Mch  led  to  normal  schools  which  trained  teachers  for  the  primary 
schools;  and  about  the  highest  one  could  go  was  to  the  higher  normal  school  to  be 


See.  for  example.  Springer,  op.  cit.,  chap.  6. 

2S  o 

See,  for  example.  Jean  Capelle,  Tomorrow’s  Education;  the  French  Experience,  Peraamon  Press. 
Oxford,  1967. 
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trained  to  teach  in  turn  in  the  primary  normal  schools.  From  this  route,  traditionallv 
there  was  no  access  to  the  universities;  it  was  a  professional  dead  end,  for  only  the 
baccalaureat  could  lead  to  the  university,  and  the  baccalaureat  was  the  special  preserve 
of  secondary  schools.  As  Talbott  puts  it: 


Under  the  Third  Republic  the  sans-laiin  was  the  social  counterpart  of  the 
sans-culotte  of  the  Revolution.  The  educational  system  was  a  sort  of  self- 
propelled  engine  of  social  control,  acting  as  a  brake  upon  social  mobility  and  as  a 
counterweight  to  civic  and  political  equality.  It  was  one  more  means  by  wMch 
the  working  class  could  be  held  at  arm’s  length  from  the  chief  beneficiaries  of 
the  Third  Republic. 


It  seemed  possible,  however,  that  the  formative  role  of  the  educational  system 
which  had  perpetuated  class  distinctions  for  so  long  and  thus  had  acted  as  a  positive 
shaper  of  French  society  might  now  be  reversing  itself  and  revving  up  its  engines  to 
break  through  the  walls  of  social  class.  The  march  to  the  secondary  schools  would,  as 
in  the  United  States,  in  Russia,  in  Japan,  and  in  Britain,  soon  beat  demandingiy  upon 
the  cloistered  walls  of  higher  education. 

In  general,  French  higher  education  by  mid-twentieth  century  had  not  kept  pace 
with  advances  in  other  countries.  It  has  been  wedded  to  traditional  subject  matters  and 
to  traditional  methods  of  teaching  and  research.  Its  facihties  and  laboratories  have 
been  outmoded.  Its  lecture  halls  have  been  massively  overcrowded;  control  centralized 
in  the  ministry;  professors  remote  from  students.  The  reform  movement,  as  far  back  as 
the  Langevin  commission,  urged  a  revitalizing  to  overcome  the  strict  separation  of  the 
technical  from  the  theoretical  that  has  long  marked  French  higher  education.  An 
example  of  this  was  the  establishment  of  the  National  School  of  Administration  to 
give  better  preparation  for  public  officials.  If  this  and  similar  movements  were  to  be 
expanded  to  bring  together  the  basic  cultural  and  intellectual  foundations  and  prac¬ 
tical  training  experience,  a  new  day  might  dawn  in  French  professional  education. 
Another  suggestion  has  been  to  bring  the  specialized  gtandes  ecoles  for  technical 
training  into  closer  association  with  the  university  faculties  and  research  institutes. 

But  reform  in  France  had  to  await,  as  it  did  elsewhere,  the  vast  disruptions  of 
student  disorders  of  the  late  1960s.  A  radical  reorganization  of  French  higher  educa¬ 
tion  under  the  Education  Minister,  Edgar  Faure,  was  ordered  by  the  DeGaulle 
government  after  it  was  almost  toppled  by  the  student  riots  of  1967-1968.  It  remained 
to  be  seen,  hov/ever,  whether  overnight  a  century  and  a  half  of  highly  structured, 
formalized,  achievement -oriented,  examination-ridden,  highly  intellectualized  educa¬ 
tion  for  a  smal  elite  could  be  democratized,  decentralized,  individualized,  pract- 
icalzed,  and  oriented  to  masses  of  learners  as  well  as  to  the  larger  world  of  nations.  If 
it  could,  French  higher  education  might  be  reenergized  and  redirected  on  the  road  to 
modernity. 

Talbott,  op.  cit.,  p.  32. 
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England 

Throughout  most  of  the  past  century  the  pace  and  tone  of  secondaiy^  education  in 
England  has  continued  to  be  set  by  the  public  schools.  Their  classical,  religious,  and 
aristocratic  patterns  were  generally  imitated  as  far  as  possible  by  grammar  schools.  In 
the  social  estimation  of  England  the  public  schools  held  high  place  as  agencies  for 
training  leaders  in  government,  business,  and  church,  while  at  the  same  time  they  were 
increasingly  criticized  for  their  exclusive  and  selective  character.  Their  hold  remained 
strong  on  the  preferred  civil,  political,  and  managerial  positions  in  England. 

Despite  the  larger  number  of  free  places  and  scholarships  that  were  being  granted 
in  the  secondary  schools,  class  distinctions  and  the  economic  level  of  parents  played  a 
large  role  in  the  selection  of  clientele.  Pupils  from  the  elementary  schools  were 
constantly  outclassed  in  the  examinations  for  scholarships  because  of  the  largely 
classical  and  academic  character  of  the  examinations.  Character  training  and  gentleman- 
Mness  played  a  larger  role  in  the  public  schools  than  severe  intellectual  training. 

The  Second  World  War  brought  new  criticisms  upon  the  public  schools;  pro¬ 
posals  were  even  made  that  they  be  taken  over  by  the  government.  Their  future  role 
remained  uncertain  for  a  time  as  genuine  public  secondary  education  expanded  under 
the  Education  Act  of  1944,  but  they  continued  to  play  a  large  role,  in  influence  if  not 
in  numbers,  so  long  as  local  autonomy  and  control  over  curriculum  were  left  in  the 
hands  of  headmasters  and  private  school  managers.  The  chances  were,  however,  that 
they  would  never  again  play  the  exclusive  and  dominating  role  in  a  dualistic  school 
system  that  was  their  privilege  for  so  many  generations. 

During  the  postwar  period  four  types  of  secondary  schools  marked  the  educa¬ 
tional  scene  in  England:  grammar  schools,  secondary  modern  schools,  technical 
schools,  and  comprehensive  schools.  The  grammar  schools  sought  to  follow  in  large  part 
the  lead  of  the  public  schools  in  stressing  a  liberal  arts  education  designed  to  prepare 
for  the  universities  and  the  professions.  The  curriculum,  highly  academic  in  character, 
emphasized  foreign  languages,  especially  Latin  or  Greek,  along  with  standard  subject- 
matter  instruction  in  English  language  and  literature,  mathematics,  science,  history, 
and  geography.  Some  attention  was  given  to  manual  arts,  domestic  science,  and 
physical  training. 

The  secondary  modern  schools  took  the  place  of  the  upper  levels  of  the  old 
elementary  schools.  They  stressed  the  general  academic  subjects  in  the  lower  forms 
and  then  offered  a  more  practical  education  appropriate  to  the  vocational  future  of 
students,  the  occupational  demands  of  the  community,  and  the  social  life  of  the 
locality.  Community  or  regional  studies  were  often  developed,  and  the  later  years  of 
the  school  often  permitted  the  students  to  acquire  direct  vocational  or  prevocational 
studies  in  shop  and  laboratory.  These  schools  became  the  most  popular  secondary 
schools  in  England.  Technical  schools  have  also  gained  somewhat  since  their  first 
appearance  in  1905.  They  often  claimed  not  to  be  vocational,  industrial,  or  trade 
schools,  but  rather  to  stress  those  sciences  and  technologies  upon  which  the  dominant 
industries  or  businesses  of  the  community  rested. 

Finally,  in  a  few  urban  centers  comprehensive  schools  have  been  established  to 
bring  together  under  one  roof  courses  representing  the  grammar,  the  modem,  and  the 
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tecluiical  emphases,  giving  students  who  specialize  in  one  or  the  other  type  of  study  a 
chance  to  have  a  common  social  and  community  life.  It  was  not  until  the  1960s  that  a 
major  trend  toward  the  comprehensive  schools  developed.  In  1962  there  were  some 
6,000  secondary  schools  in  England.  Of  these  3,872  were  secondary  modern  schools, 
1,462  grammar  schools,  325  of  mixed  type,  233  technical,  and  138  comprehensive. 
About  75  percent  of  the  students  were  in  modern  schools,  20  percent  in  grammar 
schools,  and  5  percent  in  technical  schools. 

Because  of  the  strength  of  the  bias  toward  the  humanities,  bulwarked  by  the 
religious  orientation  of  the  main  colleges  of  Oxford  and  Cambridge,  the  English 
universities  lagged  far  behind  the  German  and  American  universities  in  scientific 
research.  In  this  regard  their  contributions  to  the  modernization  of  Britain  was  far  less 
than  that  of  the  German  or  American  universities.  Their  emphasis  was  not  so  much 
upon  research  as  upon  instruction  that  would  lead  to  the  type  of  social,  moral,  and 
political  character  appropriate  to  the  ruling  classes  of  England.  The  close  relationship 
between  an  Oxford  or  Cambridge  degree  and  a  high  government  position  has  long  been 
widely  recognized. 

Over  the  years,  however,  opportunities  for  higher  education  more  akin  to  that  of 
American  state  universities  have  been  steadily  expanding.  In  addition  to  the  great 
complex  known  as  the  University  of  London  and  the  much  older  Scottish  universities 
(St.  Andrews,  Glasgow,  Aberdeen,  and  Edinburgh),  several  provincial  universities  were 
founded  in  the  later  nineteenth  century  (Birmingham,  Bristol,  Durham,  Leeds,  Liver¬ 
pool,  Manchester,  and  Sheffield).  The  number  of  British  universities  continued  to  gain 
after  both  world  wars.  The  full-time  enrollment  jumped  from  around  50,000  in  the 
period  1938-1939  to  nearly  120,000  in  thirty-one  universities  in  the  period 
1962-1963. 

Controversy  over  the  place  of  the  sciences  and  technology  in  relation  to  the 
humanities  continues  to  be  lively.  It  is  especially  related  to  the  almost  inevitable 
tendency  of  government  grants  to  be  made  in  a  way  that  favors  technological  research, 
although  the  University  Grants  Committee  has  largely  maintained  the  principle  that 
government  funds  should  be  ^ven  with  no  strings  attached  and  with  the  traditional 
autonomy  of  the  universities  preserved. 

Further  education  now  accounts  for  approximately  one-fifth  to  one-fourth  of  al 
Ml  time  enrollment  in  higher  educational  institutions.  Even  more  remarkable  is  the 
expansion  of  part-time  study.  In  the  early  twentieth  century  the  Workers’  Education 
Association  took  the  lead  in  expanding  the  arena  of  adult  education,  convincing  the 
universities  to  cooperate  in  offering  serious  study  opportunities  outside  the  degree 
system.  Fifty  years  later  the  institutions  themselves  were  conducting  with  government 
support  a  wide  variety  of  experiments  ranging  from  new  degree  programs  in  old 
universities  to  the  free  swinging  approach  of  the  Open  University. 


D.  THE  TENDER  SHOOTS  OF  LEARNER-ORIENTED  PEDAGOGY 

We  have  argueu  that  a  modern  system  of  education  not  only  recognizes  that  social 
roles  should  be  assigned  on  the  basis  of  personal  achievement  rather  than  membership 
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in  class,  kinship,  or  racial  categories,  but  also  that  the  achievement  motive  be  tempered 
by  a  concern  for  developing  the  interests  and  aptitudes  of  indhidual  learners.  The 
societies  of  Western  Europe  devised  elaborate  forms  to  honor  achievem.ent,  but  their 
demands  for  specialism  in  knowledge  and  their  adherence  to  disjunctive  systems  of 
schooling  prevented  all,  but  incidental  attention  to  the  needs  of  the  mass  of  new 
learners  that  flooded  their  educational  institutions.  In  this  respect  miodernization  was 
held  back  or  slowed  down. 

The  bias  in  favor  of  specialization  is  undoubtedly  a  sign  of  modernity  in  an 
educational  system,  insofar  as  it  responds  to  the  increasing  requirements  of  specializa¬ 
tion  in  knowledge.  But  the  question  then  arises,  specialization  in  what?  And  here  the 
connection  with  modernization  begins  to  falter,  for  the  Western  educational  tradition 
strongly  favored  classical,  academic,  and  literary  specialization  over  scientific  or 
technological  specialization.  This  has  been  especially  true  in  the  high  prestige  universi¬ 
ties  as  well  as  in  the  academic  secondary  schools  that  prepare  for  universities.  So,  whEe 
specialization  may  in  a  real  sense  be  a  sign  of  learner-oriented  education  if  it  reflects 
the  genuine  choices  and  interests  of  students,  it  may  seem  odd  that  relatively  so  few 
young  people  have  chosen  to  specialize  in  the  sciences  in  an  age  that  depended  so 
much  upon  them.  It  is  not  really  so  odd,  though,  when  it  is  remembered  that  the 
formative  power  of  high  prestige  education  was  combined  with  a  humanistic  tradition 
which,  for  all  its  high  sounding  cultural  justification,  was  actually  a  highly  practical  as 
well  as  preferred  road  to  the  civil  service  bureaucracy. 

Furthermore,  the  disjunctive  structure  of  the  West  European  educational  sys¬ 
tems  was  bulwarked  by  a  whole  set  of  academic  motivations  that  were  held  in  a  sort  of 
fieflike  bondage  to  the  prevailing  examination  systems.  Somehow,  the  achievement- 
orientation  characteristic  of  modernity  got  locked  in  with  a  certifying  examination 
system  that  served  traditional  rather  than  modem  purposes  when  it  was  applied  to  a 
mass  participation  society.  This  subject  deserves  much  more  investigation,  but  appar¬ 
ently  written  examinations  began  to  be  used  on  a  fairly  broad  scale  in  the  nineteenth 
century  for  two  major  purposes-to  test  the  competence  of  students  engaged  in  degree 
programs  at  the  English  universities,  particularly  at  Cambridge,  and  to  select  persons 
for  the  civil  service  bureaucracies  in  France,  Germany,  and  England.  Both  kinds  of 
examinations  had  the  motive  to  apply  publicly  ackn,owiedged  standards  of  evaluation 
as  the  basis  for  awarding  credentials  or  certificates  of  competence.  Both  were  intended 
to  replace  personal  or  family  favoritism  with  objective  and  impersonal  standards  of 
achievement. 

It  has  been  argued  that  the  long  established  system  of  written  examinations  in 
open  competition  for  the  civil  service  positions  in  imperial  China  influenced  the 
iniroduction  of  civE  service  examinations  in  Britain.^®  However  that  may  be,  written 
civil  service  examinations  were  set  up  in  both  India  and  England  in  the  1850s.  And  in 
both  places  they  seemed  to  parallel  the  ancient  Chinese  practice  of  stressing  literary 
knowledge  in  the  humanities  as  the  prime  bases  of  the  written  examinations.  It  even 
seems  likely  that  the  practice  of  written  examinations  for  university  certification 

30 

See  Ssii-Yii  Teng,  “Chinese  Influence  on  the  Weste,ra  Examination  Harvard  Journal  of 

Asiatic  Studies,  vol.  7,  pp.  267-31 2, 1942-1943;  and  Y.  Z.  Chang,  “China  and  English  Civil  Service 
RdoimN  American  Historical  Review,  vol.  47,  pp.  539-544,  April  1942. 
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preceded  written  examinations  for  civil  service  credentials.  Whether  there  was  a  direct 
influence  from  university  upon  governmental  practice  is  hard  to  tell,  but  there  was  a 
clear  affinity  in  the  kinds  of  knowledge  and  intellectual  skills  tested  in  each  case.  The 
competences  of  university  study  and  the  generalist  knowledge  for  pubhc  administra¬ 
tion  served  to  reinforce  one  another. 

A  similar  development  took  hold  in  other  West  European  countries.  Gradually 
the  examination  procedures  were  applied  to  admission  standards  for  the  universities 
and  examinations  upon  leaving  from  secondary  schools.  Then,  when  the  pressure  to 
expand  primary  education  came  along,  the  written  examination  became  a  prime  means 
of  selection  for  admission  to  the  secondary  schools  from  primary  school.  So  what 
began  as  a  reform  to  insure  fairness  and  objectivity  in  judging  competence  for 
university  graduation  and  for  admittance  to  public  office  became  a  means  of  restrict¬ 
ing  admission  to  the  very  institutions  that  would  best  prepare  for  the  higher  examina¬ 
tions  that  led  to  preferment.  This  seemed  to  work  with  little  complaint  when  the 
number  of  positions  was  fairly  small  and  the  potential  pool  was  also  fairly  small  and 
homogeneous. 

But  when  the  egalitarian  demands  for  universal  primary  education  began  to  take 
effect  in  the  early  twentieth  century  and  when  the  demands  for  opening  wider  the 
doors  to  secondary  education  gained  momentum  at  mid-twentieth  century,  the  strong¬ 
holds  of  selective  written  examinations  also  began  to  be  assaulted.  The  examinations 
were  criticized  on  the  political  grounds  that  they  discriminated  against  the  lower 
classes  whose  access  to  high  standards  of  literary  education  was  limited,  and  on  the 
educational  grounds  that  pervasive  teaching  to  the  examinations  prevented  the  intro¬ 
duction  of  learner-oriented  education  that  would  better  serve  the  wide  range  of 
interests  and  needs  of  a  population  that  was  compelled  to  attend  school.  On  both 
grounds,  the  West  European  nations  were  relatively  slow  to  respond,  but  the  major 
signs  of  the  postwar  era  in  the  1950s  and  1960s  seemed  to  point  to  further  diversifica¬ 
tion  of  the  large-scale  systems  of  education  which  the  Western  nations  had  been  at 
such  pains  to  establish  during  a  century  of  political,  economic,  and  educational  travail. 

Elsewhere  the  tender  shoots  of  learner-oriented  education  bloomed  every  now 
and  then  for  a  short  while  ,  only  to  be  stamped  under  the  marching  boots  of  aggressive 
nationalism  or  smothered  by  the  heavy  overgrowth  of  a  lush  traditionalism.  Several 
examples  come  to  mind. 

Tlie  shift  in  mood  and  tone  of  English  elementary  education  between  1870  and 
1970  is  far  too  complicated  to  be  characterized  briefly,  but  one  thing  can  be  said.  The 
contrast  between  the  idea  of  “payment  by  results”  which  dominated  the  lower  schools 
in  the  last  third  of  the  nineteenth  century  and  the  informality  and  creativity  of  some 
of  the  infant  schools  in  the  second  half  of  the  twentieth  century  is  startling  indeed. 
However,  the  change  to  a  learner-oriented  education  was  so  slow  in  coming  that  it 
could  be  argued  the  delay  slowed  down  the  modernization  process  itself  in  Britain. 

As  elementary  education  was  extended  to  the  working  classes  in  the  late 
nineteenth  century  its  dominant  tone  was  a  rigid  curriculum,  taught  to  the  book, 
“chalk  and  talk”  endlessly  repeated  and  memorized,  ground  into  the  heads  of  the 
docile  cMdren  by  severe  discipline,  in  crowded,  grimy,  gloomy  surroundings  that 
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reinforced  the  attitudes  of  passivity  and  dullness.  The  six  years  of  the  elementary 
school  were  minutely  defined  into  six  standards,  or  grades  of  achievement,  that  pupils 
were  expected  to  master  in  sequence.  And  each  year  they  were  examined  by  external 
inspectors  who  then  recommended  allocation  of  national  grants  on  the  basis  of  the 
number  of  passes  achieved  in  a  school.  Thus  the  teachers’  task  was  basically  to  teach  to 
the  sylabus  of  the  three  R’s  in  order  to  keep  the  money  flowing  to  the  school,  so  Ms 
salary’  could  be  paid.  "‘Payment  by  results”  anticipated  the  accountability^  movement 
and  performance  contracting  in  the  United  States  by  a  hundred  years.  As  the 
twentieth  century  opened,  tMs  ideal  of  achievement  dominated  the  education  of 
Britain’s  “second  nation,”  the  working  poor.^^ 

By  any  reckoning  it  was  also  a  poorer  education  than  was  obtainable  for  a  fee  in 
the  preparatory  classes  of  the  secondary  schools.  Learner-oriented  education  may  have 
been  slow  in  coming,  but  come  it  did,  gradually  and  painfully,  through  the  efforts  of 
aggressive  educational  reformers  as  different  as  Margaret  McMilan  and  A.  S.  Neill.  By 
the  1960s  the  British  pride  in  their  infant  school  was  attracting  attention  throughout 
the  world.  Just  how  tMs  transformation  in  elementary  education  took  place  in  infant 
schools  (ages  five  to  seven)  and  how  it  began  to  affect  the  junior  schools  (ages  seven  to 
eleven)  is  one  of  the  success  stories  for  learner-oriented  education  that  could  well  be 
compared  with  the  story  of  progressive  education  in  the  United  States,  a  process  that 
had  gained  widespread  public  notice  some  Uventy  to  tMrty  years  earlier.  An  excellent 
summation  of  the  modern  British  view  of  informal  education  with  stress  on  the 
freedom  of  children’s  activity  and  choice  in  a  flexible  setting  under  the  guidance  rather 
than  the  task-mastering  of  the  teacher  is  contained  in  an  official  publication  com¬ 
monly  known  as  the  Plowden  Report.^^ 

In  the  last  third  of  the  nineteenth  century,  the  opportunity  for  children  of  the 
middle  classes  to  enter  secondary  schools  and  thus  be  prepared  for  Mgher  positions  in 
society  expanded  considerably.  From  being  a  fairly  limited  preserve  for  the  landed 
classes,  who  continued  to  dominate  English  society  until  World  War  I,  secondary 
schools  began  to  admit  a  larger  proportion  of  the  business  and  industrial  middle 
classes.  Wlien  the  Clarendon  Commission  studied  the  public  schools  in  1861,  it 
reported  on  nine  such  schools;  by  1900  there  were  some  100  grammar  schools  that 
claimed  to  sem^e  the  same  purposes  as  the  “great”  nine,  and  by  1950  some  150.^^ 

An  intriguing  social  analysis  of  tMs  process  of  broadening  the  clientele  of 
secondary  education— but  only  under  severe  Imitations— is  given  by  Lawrence  Stone  in 
a  comparative  study  of  the  role  of  education  in  the  modernization  of  England  and 
Japan.  Stone  argues  persuasively  that  the  Victorian  pubic  schools  delberately  main¬ 
tained  the  Greek  and  Latin  classics  in  their  prime  curricular  position  in  the  pubic 

See  Simon,  op.  cit.,  for  descriptions  of  the  ‘"payment  by  results”  system  and  the  growing  labor 
criticism  of  the  plight  of  the  elementary  schools. 

Central  Advisory  Council  on  Education,  Children  and  Their  Primary  Schools,  2  vols.,  Her 
^fajesty’s  Stationery  Office,  London,  1967. 

^^See  Simon,  op.  cit.,  chap.  3,  for  a  description  of  the  process  of  consolidating  the  public  schools 
into  a  system  whereby  they  operated  independently  of  elected  governmental  bodies  and  sought  to 
sen*^e  a  national  and  not  Just  a  local  clenteie. 
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schools  as  a  means  of  inculcating  the  children  of  the  new  middle  classes  with  the  values 
and  the  badges  of  culture  long  held  by  the  landed  aristocracy.  By  this  emphasis  on  a 
classical,  formalistic,  moralistic,  curriculum,  by  the  whole  pattern  of  life  imposed  by 
the  boarding  school  ethos,  and  by  instituting  a  competitive  examination  system  based 
upon  the  literary  curriculum,  the  elite  could  maintain  their  power  despite  the  moderni¬ 
zation  required  to  build  an  efficient  bureaucracy  for  government  at  home  and  to 
conduct  the  expanded  business  of  a  vast  new  empire  abroad.  The  clue  was  a  “spon¬ 
sored  mobility”  parallel  to  that  of  imperial  China. ^ 

Thus,  the  ideal  of  secondary  education  could  be  preserved  in  its  purest  form  in 
the  public  schools  as  a  bulwark  for  the  upper  class  social  structure  while  at  the  same 
time  a  larger  number  of  children  from  the  middle  classes  and  a  trickle  of  children  from 
the  lower  classes  could  be  socialized  into  the  elite  culture  of  ‘‘gentlemanly  power 
The  selective  examination  system  for  the  primary  schools  culminating  in  the  eleven- 
plus  examination  and  a  system  of  scholarships  for  free  places  were  the  instruments 
used  to  restrict  competition,  preserve  the  hierarchy  and  yet  provide  a  limited  upward 
mobility  for  the  lower  classes. 

Labor  saw  the  selective  examination  system  as  calculated  to  keep  workers’ 
children  out  of  secondary  schools  while  admitting  the  middle  classes  to  them.  The 
Trades  Union  Congress  kept  up  a  steady  drum-fire  of  protest  against  the  practice, 
arguing  that  the  only  solution  was  a  publicly  supported  system  of  general  secondar}^ 
education  for  all  children,  offered  in  common  schools  open  to  all.  But  meanwhile  a 
very  strong  bias  toward  selectivity  on  the  basis  of  examinations  was  reenforced  by  the 
psychological  testing  movements  of  the  1920s  and  1930s  which  affirmed  that  in¬ 
herited  differences  in  intellectual  ability  required  different  forms  of  education  and 
that  such  differences  could  be  accurately  determined  by  aptitude  tests  as  early  as 
eleven  years  of  age.  The  testimony  along  these  lines  of  such  educationists  as  John 
Adams,  Percy  Nunn,  and  Cyril  Burt  seemed  to  justify  separate  kinds  of  schools  after 
age  eleven  and  made  it  more  and  more  difficult  to  rationalize  secondary  education  for 
all  children  in  a  common  school 

As  a  matter  of  fact,  the  principle  of  selectivity  maintained  a  strong  hold  upon 
British  public  and  professional  opinion  throughout  the  first  two-thirds  of  the 
twentieth  century.  Even  where  it  was  opposed  on  social  and  political  grounds  it  was 
likely  to  be  accepted  on  educational  grounds.  The  eleven-plus  examination  survived  ail 
sorts  of  onslaughts,  and  the  general  examinations  at  ages  fifteen  or  sixteen  leading  to 
the  General  Certificate  of  Education  (Ordinary  level)  and  at  eighteen  or  so  (Advanced 
level)  all  helped  to  sort  out  students  for  advanced  study. 

^Marius  B.  Jansen  and  Lawrence  Stone,  “Education  and  Modernization  in  Japan  and  England,” 
Comparative  Studies  in  Society  and  History,  voL  9,  pp.  225-232,  January  1967. 

For  a  long  essay  on  the  values  of  the  elite  culture  as  promoted  by  the  English  public  schools  and 
brief  comparisons  with  the  Chinese  Empire,  the  Meiji  regime  in  Japan,  and  the  Jesuit  order,  see 
Rupert  Wilkinson,  Gentlemanly  Power;  British  Leadership  and  the  Aiblic  School  Tradition;  a 
Comparative  Study  in  the  Making  of  Rulers,  Oxford  University  Press,  London,  1964. 

^^See  Brian  Simon,  “Classification  and  Streaming;  a  Study  of  Grouping  in  English  Schools, 
1860-1960,”  in  Paul  Nash  {td.).  History  and  Education,  The  Educational  Uses  of  the  Past,  Random 
House,  New  York,  1 970,  pp.  1 15-1 59. 
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By  the  late  1950s,  however,  there  were  signs  that  the  assumptions  about  innate 
intehecrual  ability  were  to  be  resolutely  challenged  as  psychologists  and  sociologists 
becan  to  stress  the  enwonmental  influences  on  the  development  of  intelligence, 
including  the  role  of  social  classf”^  Nevertheless,  the  pressure  to  gain  admittance  to 
the  gram.miar  schools  rather  than  to  secondary  modern  schools  did  not  seem  to  let  up. 
In  fact,  the  secondaiy^  modern  schools  even  tended  to  model  them.selves  upon  the 
aram,m.ar  schools  in  the  effort  to  prepare  larger  numbers  for  the  external  examinations 
leading  to  the  universities. 

Streaming-classifying  students  by  ability-continued  to  mark  all  types  of 
schools  far  more  than  in  the  United  States.  Such  devices,  fitted  to  the  external 
examination  system  which  dominated  the  university  admission  process,  continued  to 
place  achievement  well  above  learner  orientation  in  British  secondary  schools.  Wdiat 
m^ay  happen  in  the  future,  of  course,  is  unpredictable,  but  international  influences  are 
likely  to  play  a  larger  role  than  they  did  in  the  interwar  years.  Tliere  may  be  some 
signiflcance  beyond  mere  irony  in  the  fact  that  in  the  opening  years  of  the  1970s, 
Amiericans  were  being  urged  to  emulate  British  infant  schools^^  while  the  new 
headmaster  of  Eton  was  saying  that  the  curriculum  of  his  ancient  school  would  be 
‘lending  more  toward  the  American  pattern  with  less  specialization  in  the  senior 
yearsf 

Whether  Michael  McCrum’s  speculation  that  Eton  might  turn  away  from  speciali¬ 
zation  would  be  borne  out  remains  to  be  seen,  for  the  Crowther  Report  of  the  Central 
Advisory  Council  for  Education  (England)  came  out  strongly  for  specialization  in  the 
later  years  of  the  secondaiy^  school  (i.e.,  after  age  sixteen).  The  reasons  were  that 
specialization  pro\ided  a  means  whereby  the  student  could  attach  the  acquiring  of 
knowledge  to  a  main  intellectual  interest,  and  it  also  was  the  best  means  of  awakening 
interest,  teaching  clear  thinking,  and  developing  self-discipline  in  study.  True,  speciali¬ 
zation  may  lead  to  narrowness,  but  that  is  probably  better  than  shallowness.  Thus  the 
English  boy  or  girl  who  continues  education  beyond  the  age  of  fifteen  or  sixteen  is  to 
be  a  specialist.  \Miatever  justification  in  learning  theory  it  may  have,  specialization 
helps  him  or  her  to  pass  the  examinations  in  subject  matters  which  are  required  for 
university  entrance. 

The  Russian  Bolsheviks,  in  their  early  zeal  to  be  rid  of  tsarist  institutions  and 
practices,  looked  around  the  world  for  ideas  they  could  borrow  to  help  them  build  a 
new  system.  They  looked  to  Britain,  France,  Germany,  Scandinavia,  Switzerland,  and 
yes,  to  the  United  States  which  in  the  1920s  was  exporting  the  progressive  education 
of  Dewey,  Thorndike,  and  .Kilpatrick  to  the  far  reaches  of  the  wo,rid.  For  the  decade 
of  the  1920s,  the  So\iet  educationalists  were  fascinated  with  a  learner-oriented 
approach  to  the  schools  which  they  called  pedology.  With  it  they  hoped  to  release  t.he 
learner’s  energies  and  reorient  the  traditional  views  of  the  bourgeois  teacher.  They 

^"^See,  for  example,  P.  E.  Vernon  (ed.).  Secondary^  School  Selection;  a  British  Psychological 
Smiety  Inquiry,  Methuen,  London,  1957. 

Charles  E.  Silberman,  Crisis  in  the  Classroom;  the  Remaking  of  American  Education,  Random 
House,  New  York,  1970,  chap.  6. 

As  quoted  in  The  New  York  Times,  “Eton  Gently  Sheds  Aristocratic  Ways,”  January  4, 1971. 
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used  activities,  project  methods,  student  trips,  and  political  ideology  to  instill  the  new 
political  ideals  in  the  younger  generation  and  convert  the  teachers.  Individual  marks 
and  competition  were  abolished  as  a  holdover  from  capitaHstic  ideology,  and  ability  to 
perform  in  group  cooperative  work  was  extolled  as  the  ideal. 

But  after  a  decade  pedology  was  declared  a  failure  by  the  Central  Committee  of 
the  Communist  Party  in  193L  The  Communists  felt  secure  enough  to  return  to  the 
more  traditional  methods  in  which  the  complete  authority  of  the  teacher  was  reestab¬ 
lished,  organized  and  systematic  knowledge  was  prized,  and  dihgent  study,  passing  of 
examinations,  and  hard  work  and  good  conduct  by  students  were  to  be  the  educa¬ 
tional  means  of  building  a  highly  modern  industrialized  nation  in  a  short  time. 

After  World  War  I  the  cultural  florescence  of  the  Weimar  Republic,  so  enthusias¬ 
tically  described  by  Peter  Gay,"^®  prompted  many  elementary  teachers  in  Germany  to 
become  enthusiastic  over  progressive  methods  of  teaching.  They  emphasized  individual 
freedom  from  restraint  and  integrated  subject  matter  as  a  reaction  against  the  exces¬ 
sively  controlled,  authoritarian,  and  intellectualized  subject  matter  of  the  imperial 
schools.  Stress  was  put  upon  the  study  of  the  local  environment,  trips,  plays,  music, 
and  art  as  mediums  of  free  expression.  Printed  courses  of  study  were  replaced  by 
“suggestions.”  Much  attention  was  given  to  child  psychology,  the  interests  of  pupils, 
and  pleasanter  relations  between  teachers  and  pupils  in  the  effort  to  replace  the  formal 
discipline  of  bowing  and  heel  clicking  characteristic  of  the  Prussian  military  tradition. 
Such  freedom  and  individualism  were,  of  course,  resented  by  many  Germans,  and  the 
disappearance  of  such  learner-oriented  activity  methods  was  Mttle  lamented  in  the 
reactionary  swing  of  the  pendulum  under  the  Nazis  back  to  strict  control,  obedience, 
discipline,  and  authority  of  the  teachers. 

In  1945  a  remarkable  experimental  program  hi  some  French  secondary  schools 
was  instituted  for  5,000  eleven-year-olds  to  emphasize  an  activity  program  roughly 
analogous  to  some  of  the  methods  of  American  progressive  education.  These  “new 
classes”  were  to  be  added  successively  each  year  to  the  next  higher  grade.  The  content 
of  the  program  in  the  mornings  was  to  be  focused  upon  French  language  and 
literature,  history,  geography,  foreign  language,  natural  science,  and  mathematics,  to 
the  afternoons  attention  was  to  be  devoted  to  choices  among  the  fine  arts,  music,  and 
the  applied  arts.  Recreational,  health,  and  physical  education  activities  along  with 
community  studies  were  made  compulsory.  The  underlying  principles  of  attention  to 
the  growth  and  development  of  children,  tests,  and  measurements,  guidance,  and 
better  teacher-student  relationships  all  trumpeted  the  coming  of  modern  education  to 
France.  Attention  to  the  creative  talents  of  students  and  regard  for  their  ideas  and 
personality  were  supposed  to  break  down  the  authoritarian  methods  of  discipline  by 
the  teacher. 

However,  French  education  was  not  to  be  swept  away  by  modern,  learner- 
oriented  education.  The  hold  of  tradition  was  too  great,  criticism  of  the  newfangled 
‘soft  pedagogy”  of  these  new  classes  was  bitter  and  loyalty  to  the  values  of  disciplined 
inteHect  was  deep  and  strong.  Lectures  by  the  teacher  and  notetaking  by  the  students 
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remained  the  basic  methods  of  instruction.  library  facilities  in  the  schools  were 
\irtually  nonexistent  and  other  kinds  of  instructional  and  audio-visuai  materials  were 
scarce.  The  bleakness  of  a  regimented  boarding-school  life  somehow  cast  its  shadow 
over  the  tender  shoots,  and  they  withered.  Was  the  learner  really  ail  that  important 
compared  with  the  traditional  values  of  French  civilization? 


CHAPTER  XII 


THE  MODERNIZING 
MOMENTUM  OF 
AMERICAN  EDUCATION 

(1700  AD.- 1860s  A.D.) 


Perhaps  the  most  striking  thing  about  American  education  in  the  years  from 
1700  to  1860  is  that  it  started  out  in  a  more  traditional  pattern  than  that  of  England, 
France,  or  Germany,  but  it  ended  up  more  modern  than  its  European  counterparts. 
This  is  not  to  say  that  it  was  more  modern  in  every  respect  by  the  mid-nineteenth 
century,  but  rather  that  the  modernizing  momentum  was  building  up  with  such  force 
that  American  education  did  overtake  the  other  nations  of  the  West  in  the  course  of 
the  century  following  the  1860s. 

The  two  characteristics  of  modem  education  in  which  the  American  sector  of 
the  West  did  seem  clearly  to  forge  ahead  of  the  European  had  to  do  with  the  emerging 
consensus  that  popular  education  and  practical  education  must  be  provided  on  a  large 
scale  through  organized  and  public  effort,  both  for  the  benefit  of  the  development  of 
the  society  as  a  whole  and  for  the  development  of  the  individual.  These  generalizations 
are  of  course  subject  to  the  usual  difficulties  of  comparative  proof  and  to  the 
exception  that  they  did  not  apply  to  American  blacks  or  Indians  to  any  significant 
degree. 

The  growing  consensus  in  America  that  universal,  free,  and  compulsory  ele¬ 
mentary  education  should  be  established  in  schools  controlled  and  supported  under 
public  auspices  was  a  remarkable  and  distinctive  achievement.  This  achievement  was  ail 
the  more  remarkable  because  the  American  colonists  had  started  out  their  colonial 
experience  by  relying  for  the  education  of  their  children  far  more  upon  family, 
church,  and  informal  means  than  upon  schools  and  universities,  simply  because  the 
organized  educational  institutions  were  not  as  widely  available  in  seventeenth-century 
America  as  they  were  in  England,  France,  or  Germany.^  But  in  the  course  of  the 
century  and  a  half  from  1700  to  1850  they  not  only  caught  up  with  the  Europeans, 

^Tliis  point  is  persuasively  documented  by  Lawrence  A.  Cremin,  American  Education:  The 

Colonial  Experience,  1607-1783,  Harper  &  Row,  New  York,  1970. 
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they  established  schools,  colleges  and  universities  in  such  numbers  and  v;ith  such 
enthusiasm  that  they  overtook  their  former  mentors,  often  to  their  remark  and 
semetimes  to  their  scandal. 

One  major  reason  for  this  development  has  to  do  with  the  character  cf  political 
and  economic  democracy  in  America,  nicely  described  by  R.  R.  Palmer  as  the  paradox 
cf  American  attitudes  toward  the  French  Revolution.^  In  the  mid-eighteenth  centurv' 
ordinary  Americans  already  had  more  equality  and  liberty  than  their  counterpart 
Frenchnren  or  Englishmen,  less  subordination  to  a  strong  central  government,  no 
alhenfcracing  feudal  obligations,  and  a  less  well-developed  commercial,  urban  eco¬ 
nomy.  So  whereas  the  radical  “‘democrats"  of  the  revolutions  in  France,  Switzerland, 
and  Holland  sought  to  build  a,  strong  centralized  government  that  could  serve  their 
maddle-class,  professional,  or  working-class  interests  by  removing  the  aristocratic 
landowners  from  the  seats  of  powder,  the  “democrats’*  or  “republicans”  in  America 
were  themselves  the  landowmers  and  farmers  of  the  west  and  south  and  the  working- 
m.en  of  the  eastern  cities.  They  were  traditionalists  in  tlieir  belief  in  agrarian  self- 
sufficiency  and  in  local  government  as  guarantors  of  liberty;  they  were  suspicious  of 
unitary  central  governments  and  closed  corporations  as  instruments  of  special  prM- 
iege.  Republicans,  with  Jefferson  as  the  prototype,  were,  liow-ever,  modernizers  in 
iheir  adherence  to  democratic  participation  in  the  political  process,  to  equaiitarianism 
in  the  social  process,  and  to  faith  in  the  efficacy  of  secular,  scientific,  professional,  and 
practical  knowledge  in  tlie  educational  process. 

By  contrast,  the  Federalists  in  America,  who  w^ere  mostly  anti-French  and 
antidemocratic,  were  likely  to  be  in  favor  of  economic  and  national  development  as  a 
benefit  lo  the  business  and  commercial  interests  of  the  cities.  They  were  ready  for  the 
social  change  that  could  be  achieved  by  a  strong  central  government  as  it  promoted 
hanking  credit,  urbanization,  trade,  and  sound  money.  In  other  words,  with  Hamilton 
as  the  prototype,  they  w^ere  ready  to  speed  modernization  under  stimulus  from  a 
powerful  central  government,  as  were  the  democrats  of  France,  but  they  were  likely  to 
be  conservative  with  respect  to  maintaining  established  religion  and  aristocratic  rule  by 
the  favored  classes.  They  were  also  likely  to  favor  scientific  and  professional  knowl¬ 
edge  as  the  means  of  training  those  best  fit  to  rule. 

The  significant  thing  is  that  in  America  both  the  Republicans  (and  the  Demo¬ 
crats  who  succeeded  them)  and  the  Federalists  (and  the  Whigs  w^ho  succeeded  them)  in 
large  part  came  to  agree  that  popular,  practical  education  w^as  a  good  thing  for  them 
and  for  American  society.^  There  were,  of  course,  exceptions  on  both  sides  and  there 
were  regional  differences,  but  the  net  result  of  the  century  between  1750  and  1850 
was  an  accumulating  belief  in  the  value  of  widespread  public  education,  a  belief  that 
stemmed  from  the  most  radical  theorists  among  the  Democrats  on  the  left  to  the 
conservative  spokesmen  among  the  Whigs  on  the  riglit.  The  redeeming  faith  in  the 
social  power  of  massive  educational  endeavor  was  nowhere  more  strikingly  evident, 

“R.  R.  Palmer,  The  ,4g-e  of  the  Democratic  Revolution;  a  Political  History  of  Europe  and  America, 
i''6Q-ISG0,  vol.  2,  The  Struggle,  Princeton  University  Press,  Princeton,  N.J.,  1964,  pp.  26-27,  and 
chap.  16. 

3t-  . 

ror  an  illuminating  discussion  of  this  process,  see  Rush  Welter,  Popular  Education  and  Demo- 
cratlc  Thought  in  America,  Columbia  University  Press,  New  York,  1962,  Parts  I  and  11. 
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and  no  nation  came  to  it  in  more  overwhelming  and  articulate  numbers  than  in 
mld-nineteenth-century  America.  This  was  a  chief  source  of  the  overtaking  moderniz¬ 
ing  momentum  that  was  to  propel  the  United  States  first  into  the  florescent  stage  of 
modern  education,  it  was  so  basic  that  the  faith  in  education  actually  shaped 
American  political  policies  in  distinctive  ways.  As  Welter  puts  it,  American  democrats 
could  afford  extreme  laissez  faire  political  pohcies  and  thus  did  not  need  to  revert  to 
the  class  struggle,  because  they  believed  universal  education  would  be  the  major 
solvent  for  an  integrative  society.  Democratic  pubhc  policy  was  simply  “anarchy  with 
a  schoolmaster.”"^ 


A.  MODERNIZATION  FROM  BELOW 

Two  factors  that  gave  a  distinctive  character  to  eighteenth-century  development  in 
America  were  the  influx  of  a  variety  of  national  groups  with  their  diverse  languages 
and  religions  and  the  dispersion  of  population  from  the  settled  towns  of  the  seacoast 
into  the  back  country.  Both  of  these  developments  tended  to  weaken  unitary  state 
control  over  education  by  colonial  legislatures  and  to  strengthen  on  one  hand  the 
smallest  unit  of  local  government  known  as  the  district  or  precinct  and  on  the  other 
the  autonomous  religious  community  or  private  corporation.  In  either  case  the 
predominance  of  the  town  schools  so  popular  in  New  England  in  the  seventeenth 
century  came  to  an  end  as  educational  authority  was  delegated  by  colonial  legislatures 
to  denominations,  to  corporate  bodies,  to  individuals,  and  to  local  districts  of  govern¬ 
ment.  Diversity  gained  the  educational  saddle  in  the  management  of  schools  by  the 
end  of  the  eighteenth  century. 

Outside  of  New  England  one  of  the  most  important  means  of  providing  educa¬ 
tion  was  the  Church  of  England’s  Society  for  the  Propagation  of  the  Gospel  in  Foreign 
Parts  (1701),  which  established  many  “free”  schools  for  the  charity  education  of  poor 
and  underprivileged  children.  Accelerated  by  the  religious  enthusiasms  of  the  Great 
Awakening,  thousands  of  people  flooded  into  the  various  denominational  churches. 
With  rising  emotions  of  altruism,  philanthropy,  and  religious  zeal,  people  were  more 
than  ever  ready  to  pour  money  into  sectarian  religious  schools  and  coUeges- 
Presbyterian,  Dutch  Reformed,  Anglican,  Congregational,  Lutheran,  Moravian,  Men- 
nonite,  Quaker,  Baptist,  and  Methodist.  Each  denomination  wanted  its  own  religious 
doctrine  taught  in  its  own  schools.  Gradually,  the  several  colonial  governments  began 
to  permit  the  different  religious  groups  to  conduct  their  own  schools  in  their  own 
languages.  In  this  sense  denominational  control  of  education  was  a  gain  for  religous 
tolerance  and  recognition  of  the  rights  and  values  of  religious  pluraHsm,  a  step  tow^ard 
modernity  in  place  of  the  uniformity  required  by  an  established  church. 

In  New  England,  where  the  established  churches  stubbornly  held  their  ground, 
the  town  schools  became  less  convenient  for  the  children  of  the  backwoodsmen  who 
pushed  back  from  the  seacoast  towns  to  settle  in  the  rural  frontier  regions  of 

pp.  3,  50. 
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Massachusetts,  Connecticut,  New  Hampshire,  and  Vermont.  To  be  sure, try ^ 
farmers  wanted  elementary  education  for  their  children,  but  they  did  not 
taxes  for  tlie  town,  Latin  schools  that  their  children  would  probably  not  attend.  The 
outlying  districts  therefore  proceeded  to  agitate  for  release  from  town  control  of  their 
local  or  district  schools.  Eventually,  tlie  districts  achieved  legal  authority.  The  Mas- 
sachusetts  law  of  1 789,  for  example,  authorized  them  to  build  their  own  schoolhouses, 
aoDOint  their  own  teachers,  set  the  length  of  school  terms,  and  control  the  curriculum. 
By  1800  the  local  districts  were  empowered  to  lev>^^  their  own  taxes  to  support  their 
schools 

Just  as  community  control  of  schools  and  decentralization  of  management  were 
becoming  basic  tenets  of  the  American  practice  in  education,  along  came  the  new 
democratic  ideology  of  the  Revolution  proclaiming  that  the  state  rather  than  the  local 
community  should  provide  primaiy^  schools  for  the  common  people  and  advanced 
education  for  the  uncommon  people.  One  of  the  earliest  to  argue  this  w^ay  was  William 
Liwngston,  a  leading  Presbyterian  in  New  York,  who  fought  to  dislodge  the  Church  of 
Endand  from  its  power  center  in  the  legislature  and  in  New  York  City  during  the 
1750s. 

The  most  formidable  spokesman,  however,  for  a  state  system  of  education  before 
independence  was  won  was  Thomas  Jefferson.  When  he  introduced  into  the  Virginia 
assembly  in  1779  a  comprehensive  document  for  the  reform  of  the  state’s  institutions, 
Ms  bills  called  for  the  repeal  of  the  laws  of  primogeniture  and  entail,  abolishing 
taxation  on  behalf  of  the  established  Church  of  England,  and  setting  up  a  state  system 
of  free  universal  education  as  a  corollar}^  to  these  political,  economic,  and  religious 
reforms.  His  education  bill  proposed  that  free  elementary  schools  be  established 
ihrougliout  the  state  to  provide  secular  education  for  all  children,  and  that  secondary 
schools  should  be  available  for  the  more  intelligent  youth.  The  most  promising 
candidates  should  then  be  sent  free  to  a  reorganized  and  enlarged  College  of  William 
and  Maiy%  which  would  become  in  effect  a  public  universisty  to  cap  the  state  system. 
Jefferson’s  plan  for  education  was  not  adopted  by  the  Virginia  legislature,  largely 
through  the  opposition  of  religious  groups  and  the  College  of  William  and  Mary,  but 
The  ideal  of  free  universal  education  had  been  stated,  very^  much  as  it  was  later  to  be 
adopted  in  most  American  states  in  the  nineteenth  centuryn  When  the  colonies  were 
drawing  up  their  constitutions  as  independent  states  during  the  Revolution,  approxi¬ 
mately  half  declared  that  schools  should  be  established,  or  in  some  cases  simply  that 
schools  should  be  cheap. 

Scarcely  had  independence  been  assured  when  a  flood  of  pamphleteers  began  to 
argue  that  a  new  education  was  needed  for  the  new  republic.  Stimulated  by  the 
American  PMlosopMcal  Society’s  prize  contest  for  the  best  description  of  a  liberal 
education  suitable  to  a  republican  society,  the  chief  spokesmen  applied  the  main 
doctrines  of  the  Enlightenment  to  the  United  States:  education  is  the  key  to  the 
perfectibility  of  man  and  the  possibility  of  social  progress.^  Samuel  Knox,  Samuel 

^For  summaries  of  tiiese  proposals,  see  Allen  0.  Hansen,  Liberalism  and  American  Education  in 
the  Eighteenth  Century,  yfacmillan,  New  York,  1926;  and  Frederick  Rudolph  (ed.),  Essays  on 
Education  in  the  Early  Republic,  Harvard  University  Press,  Cambridge,  Mass.,  1965. 
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Harrison  Smith,  Benjamin  Rush,  and  Robert  Coram  among  others  stated  the  case  for 
modernizing  American  education.  Education  should  be  practical,  flexible,  and  adapt¬ 
able  to  new  conditions.  It  should  be  universally  free  in  order  to  provide  equal 
opportunity  for  all  indiwduais  as  well  as  to  prepare  citizens  for  their  responsibilities  in 
a  democracy.  It  should  embrace  a  comprehensive  system  of  elementary,  secondary, 
and  higher  institutions  under  national  control  in  order  to  contribute  to  secular  rather 
than  religous  outcomes  and  to  ensure  the  greatest  progress  toward  social  welfare. 

Although  these  proposals  for  a  national  system  of  education  were  not  put  into 
practice  because  the  tradition  of  sectarian  and  decentralized  control  of  education 
proved  to  be  too  strong,  some  steps  were  taken  by  the  central  government  that  were  to 
have  lasting  influence  upon  American  education.  While  the  American  states  were 
operating  under  the  Articles  of  Confederation,  two  ordinances  were  passed  under 
pressure  from  the  northern  states.  They  concerned  the  disposition  of  the  vast  public 
lands  of  the  western  frontier,  the  claims  to  which  the  various  states  had  given  over  to 
the  federal  government.  The  Ordinance  of  1785  established  a  policy  for  the  sale  of  this 
public  land,  providing  that  tlie  income  from  the  sale  of  a  section  of  land  in  the  center 
of  each  township  was  to  be  used  for  common  schools. 

Two  years  later  the  Ordinance  of  1787  confirmed  this  land  policy  and  set  forth 
the  governmental  principles  to  be  followed  when  the  Northwest  Territory  was  settled 
(an  area  comprising  the  present  states  of  Ohio,  Indiana,  Illinois,  Michigan,  Wisconsin, 
and  part  of  Minnesota).  The  states  carved  out  of  this  territory  must  assure  free 
religious  conscience,  trial  by  jury,  prohibition  of  slavery  or  involuntary  servitude,  good 
faith  with  the  Indians,  and  common  schools.  This  meant  that  the  income  from  the 
school  lands  would  be  public  funds  dispensed  by  civil  authorities  and  not  by  religious 
or  private  bodies.  A  pattern  of  public  education  was  forecast  for  the  whole  region,  not 
simply  a  continuation  of  charity  or  sectarian  education. 

When  the  Constitution  was  drawn  up  and  ratified  in  1789,  no  mention  of 
education  was  made  in  it.  Many  members  of  the  Constitutional  Convention  considered 
education  properly  to  be  a  function  of  the  churches  or  of  local  or  state  government 
rather  than  of  the  national  government.  The  Federalists  were  interested  in  a  strong 
federal  government  but  not  in  education  for  the  common  people;  therefore  they  did 
not  desire  a  national  system  of  education.  The  Anti-Federalists  were  interested  in 
education  for  the  common  people  but  opposed  a  strong  national  government;  there¬ 
fore  they  did  not  want  national  control  of  education. 

Nor  did  the  Bill  of  Rights  mention  education.  The  Tenth  Amendment,  however, 
reserved  to  the  states  or  to  the  people  all  powers  not  delegated  by  the  Constitution  to 
the  federal  government  or  prohibited  by  it.  In  the  republican  era  to  follow  this  was  to 
be  interpreted  to  mean  that  the  states  could  assert  their  rights  to  establish  and 
maintain  public  schools.  But,  all  in  all,  the  constitutional  resolution  meant  that 
education  in  America  would  essentially  be  modernized  “from  below,”  by  the  lower 
branches  of  government  and  by  voluntary  effort  rather  than  by  the  central  government 
“from  above”  as  in  Germany  or  France. 

What  is  sometimes  forgotten,  however,  is  that  even  before  independence  orga¬ 
nized  education,  for  all  its  lack  of  system,  had  become  widely  available  throughout  the 
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cclcnies  and  had  undoubtedly  made  it  possible  for  diverse  colonists  to  work  together 
to  achieve  the  revolution  and  form  the  new  republic.  Whether  promoted  by  town  or 
district,  by  established  church  or  dissenting  sect,  by  corporate  body  or  indi\idual 
entrepreneur,  by  the  desire  for  personal  advancement  or  political  prestige,  the  pre¬ 
dominant  cultural  pressure  of  the  eighteenth  century  was  toward  getting  more  educa¬ 
tion  rather  than  less.  Lawrence  A.  Cremin  concludes  that  by  the  late  eighteenth 
century  literacy  in  the  American  colonies  was  at  least  equivalent  to  that  of  England 
and  possibly  higher,  even  before  the  republican  campaigns  for  common  public  schools 
began  to  move  into  high  gear.  Still  more  important  is  Ms  judgment  that  by  and  large 
the  schools  encouraged  what  he  calls  a  “liberating  literacy”  which  led  the  individual  to 
greater  participation  in  ideas  and  affairs  as  contrasted  with  an  “inert  literacy”  so  often 
conveyed  with  a  minimal  amount  of  motivation  by  families  or  by  informal  means.^  If 
organized  education  could  be  a  principal  instrument  in  bringing  the  new  republic  into 
being,  no  wonder  that  republicans  turned  with  such  faith  to  a  massive  public  schooling 
endeavor  as  the  indispensible  ingredient  for  its  preservation,  prosperity,  and  progress. 
No  longer  would  the  make-do  education,  imposed  upon  families  and  churches  and 
communities  by  the  exigencies  of  the  colonial  experience,  suffice  for  the  modem 
riation-buildiiig  process  that  lay  immediately  ahead. 


B.  A  CENTURY  OF  REPUBLICAN  EDUCATION 

In  the  first  century  of  the  republic  from  the  1770s  to  the  1860s  Americans  planned, 
argued,  built,  criticized,  and  changed  the  institutions  they  had  inherited  from  colonial 
rule.  In  many  different  ways  they  said  that  if  a  republican  government  and  society 
were  to  endure  and  to  prosper,  then  the  people  who  elected  the  government,  held 
office,  made  laws,  and  consented  to  be  ruled  must  be  educated  as  republicans. 

The  voice  of  the  founding  fathers  was  clear: 

If  a  nation  expects  to  be  ignorant  and  free,  in  a  state  of  civilization,  it 
expects  what  never  was  and  never  will  be. 

Thomas  Jefferson 

A  people  who  mean  to  be  their  own  Governors  must  arm  themselves  with 
the  power  which  knowledge  gives. 

James  Madison 

The  whole  people  must  take  upon  themselves  the  education  of  the  whole 
people  and  must  be  willing  to  bear  the  expense  of  it. 

John  Adams 

But  this  w^as  not  so  easy  to  do.  The  people  who  had  won  the  Revolutionary 
War— these  so-called  Americans-w^ere  not  really  Americans,  at  least  not  yet.  They  were 
“European  ethnics.”  They  were  English,  Scottish,  French,  German,  Dutch,  Sw^edish, 
and  a  good  many  more.  And  there  were  soon  to  be  Irish,  Italian,  Hungarian,  Polish, 

^Cremin,  op.  cit.,  chap.  1 8. 
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and  Russian  as  well  They  spoke  different  languages  and  they  had  different  customs. 
Some  had  no  tradition  of  self-government;  others  were  fiercely  proud  or  jealous  of  rule 
by  others. 

When  it  was  finally  decided  that  they  should  all  learn  the  same  language  and  the 
same  principles  of  republican  government,  a  question  arose  as  to  how  this  was  to  be 
done.  The  republican  answer  was  that  it  could  best  be  done  by  a  common  school, 
tauglit  in  English,  which  aU  the  children  of  all  the  people  could  attend  together.  Thus, 
they  would  learn  how  to  live  together,  even  though  some  people  were  poor  and  some 
rich,  some  had  good  manners  while  others  were  coarse  and  rude.  It  was  decided  that 
tliey  must  all  be  educated  in  this  way  if  free  government  w^as  to  endure.  The  entire 
community  had  to  give  financial  support,  because  if  there  are  weak  spots  anywhere, 
the  whole  community  of  freedom  would  be  weakened.  So  it  was  decided  that  the 
common  schools  must  be  supported  by  taxes  paid  by  all. 

A  second  question  was  who  would  control  these  schools.  The  only  institution  of 
a  free  society  which  serves  everyone  equally  and  is  responsible  to  everyone  is  the 
government.  Therefore  the  government  should  control  the  common  schools.  In  order 
to  keep  the  schools  close  to  the  people,  the  local  governments,  or  if  need  be  the  state 
governments  rather  than  the  national  government,  should  control  the  schools.  In  order 
to  prevent  the  schools  from  being  subject  to  political  and  partisan  prejudice,  a  series  of 
local  boards  of  education  separate  from  the  usual  executive,  legislative,  and  judicial 
branches  of  government  were  established.  These  school  boards,  elected  directly  by  the 
people,  constituted  a  “fourth  branch  of  government.”  They  exerted  direct  control 
over  local  education  under  the  general  authority  of  the  state  governments,  subject  to 
the  guarantees  of  equality  .and  freedom  laid  down  in  the  United  States  Constitution. 

Under  the  First  Amendment  to  the  Constitution  all  Americans,  each  different 
religious  group,  had  the  freedom  to  establish  their  own  schools.  The  choice  for  each 
American  was  whether  the  education  that  supports  a  free  society  should  be  conducted 
in  separate  schools  in  which  religion  provides  the  fundamental  framework  for  all 
studies,  or  in  common  schools  devoted  primarily  to  the  whole  range  of  free  institu¬ 
tions  in  America.  If  the  citizens  had  decided  the  first  way,  the  children  would  have 
been  divided  into  separate  schools  for  their  entire  education,  with  the  division  being 
along  religious  lines.  Tire  second  choice  provided  that  children  would  attend  the  same 
public  school  together  for  their  common  education,  being  separated  only  for  their 
religious  education,  which  would  be  conducted  by  the  home,  the  church,  or  the 
synagogue.  This  was  the  classic  decision  between  a  disjunctive  system  and  an  integra¬ 
tive  system. 

In  the  century  of  republican  education,  most  Americans  eventually  chose  the 
common  school,  controlled  and  supported  in  common,  and  embracing  a  supposedly 
nonsectarian  religious  outlook.  Their  primary  concern  was  to  design  a  universal,  free, 
comprehensive  system  of  public  schools  that  would  promote  modem  republican 
institutions.  For  the  first  100  years  of  the  republic,  the  need  for  creating  the  common 
bonds  and  loyalties  of  nation  building  was  paramount.  Less  attention  was  given  to  the 
claims  of  diversity,  pluralism,  or  difference.  This  came  later  when  the  Union  had  been 
established,  made  secure  against  internal  opposition,  defended  against  outside  invaders, 
and  preserved  despite  a  war  between  the  states  themselves. 
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The  republican  ideal  of  the  first  century  of  nationhood  gave  the  following 
answers  regarding  the  control  of  education:  a  modern  society  required  public  elemen* 
tarv  schools  to  provide  the  basic  information,  literacy,  and  moral  teachings  required 
bv^everv'  free  man.  For  most  Americans  the  term  free  man  was  limited  to  white  men, 
until  the  Civil  War  legally  admitted  Negroes  to  citizenship.  Even  therafter,  black 
freedmen  were  scarcely  treated  as  free  men,  and  Indians  had  by  then  become  wards  of 
the  state. 

Under  the  effective  and  determined  leadership  of  an  extraordinar>^  galaxy  of 
“public-school  men,”  the  idea  of  universal  common  schooling  for  white  children  was 
wkely  accepted  in  the  new  United  States  during  the  first  half  of  the  nineteenth 
cenmry.  Outstanding  among  these  men  were  Horace  Mann  and  James  G.  Carter  in 
Massachusetts,  Henry  Barnard  in  Connecticut,  Calvin  Stowe  in  Ohio,  Caleb  Mills  in 
Indiana,  John  D.  Pierce  in  Michigan,  Ninian  Edwards  in  Elinois,  Calvin  Wiley  in  North 
Carolina,  and  Charles  F.  Mercer  in  Virginia.  These  men  and  their  counterparts  made 
countless  speeches  before  thousands  of  people;  wrote  hundreds  of  pamphlets,  articles, 
and  reports;  organized  scores  of  groups  and  societies  to  agitate  for  common  schools; 
and  held  dozens  of  positions  in  state  governments  or  school  systems. 

They  argued  that  the  payment  of  tuition  for  schooling  was  unfair  to  children  of 
poor  parents  who  could  not  pay  for  an  education.  They  argued  that  the  older  forms  of 
public  support,  like  the  land  grants  from  the  federal  Land  Ordinances  of  1785  and 
1787.  would  not  support  schools  on  the  vast  scale  now  necessary.  They  argued  that 
the  term  free  school  should  no  longer  mean  a  school  in  which  only  poor  children  were 
given  free  education  and  all  others  paid  tuition.  They  argued  that  class  distinctions 
could  be  lessened  only  when  a  free  school  meant  that  all  children  were  given  a  free 
education  in  common,  and  when  the  entire  school  system  was  supported  by  taxes 
levied  upon  every^one.  Aiding  their  efforts  were  the  newly  formed  labor  unions,  which 
demaiided  that  the  public  schools  provide  universal  education. 

The  states  gradually  accepted  the  responsibility  of  establishing  free  public  school 
systems.  The  state  legislatures  first  passed  iaw^s  permitting  local  school  districts  to  tax 
themselves  for  such  schools;  later  they  sometimes  gave  state  funds  to  encourage  local 
'districts  to  tax  themselves;  and  they  finally  required  all  local  districts  to  tax  themselves 
in  order  to  establish  public  schools. 

By  these  means  the  local  freedom  of  districts  to  ignore  the  need  for  schooling 
for  their  children  gave  way  to  the  larger  freedom  to  be  gained  by  a  total  population 
enlightened  by  education  for  all.  Local  community  control  was  gradually  limited  by 
requirements  set  by  state  constitutions,  legislatures,  boards  of  education,  and  superin¬ 
tendents  of  schools.  It  was  decided  that  a  modem  society  would  be  better  served  if 
education  were  planned  by  the  central  authority  of  the  states  rather  than  left  whoEy 
10  the  completely  decentralized  control  of  local  school  boards.  This  was  not  done 
without  bitter  conflict,  for  many  believed  that  state  as  opposed  to  local  control  would 
be  so  undemocratic  as  to  destroy  freedom. 

But  in  the  1820s,  1830s,  and  1840s,  it  was  decided  that  a  state  government, 
responsive  to  public  control,  could  serve  freedom  as  well  as,  if  not  better  than,  the 
hundreds  of  local  school  districts  could  do.  If  a  local  district  were  left  free  to  provide  a 
poor  education  or  no  education  at  aE  for  its  children,  those  children  would  be 


410 


THE  FLORESCENCE  OF  MODERN  EDUCATION  IN  THE  WEST 


deprived  of  their  birthright  to  an  education  that  would  prepare  them  for  free 
citizenship.  Thereby,  the  state’s  own  freedom  would  be  endangered.  A  smaller  free¬ 
dom  must  be  limited  in  the  interests  of  a  greater  freedom.  To  guarantee  the  larger 
freedom,  the  state  must  exert  its  authority  to  see  to  it  not  only  that  schools  were 
available  to  all  but  that  all  children  actually  attended  school.  Massachusetts  led  the 
way  by  passing  a  compulsory  attendance  law  in  1852. 

The  solution  was  a  genuinely  creative  one.  By  the  1850s  authority  for  providing 
public  education  was  spelled  out  in  state  constitutions  and  laws.  State  authority  for 
education  was  carried  out  by  state  superintendents  of  schools  responsible  to  a  state 
board  of  education,  elected  by  the  people  or  appointed  by  the  governor.  New  York 
State  created  the  office  of  state  superintendent  of  schools  in  1812.  Massachusetts 
established  a  state  board  of  education  in  1837  with  Horace  Mann  as  secretary,  and 
Connecticut  did  likewise  in  1839  with  Henry  Barnard  as  secretary.  Other  states 
followed.  These  state  agencies  could  then  set  minimum  standards  for  all  the  schools  of 
the  state.  Meanwhile,  the  direct  management  of  schools  would  be  left  in  the  hands  of 
locally  elected  school  boards,  local  superintendents,  and  locally  appointed  teachers. 
Local  management  served  the  cause  of  flexibility,  diversity,  and  freedom— what  politi¬ 
cal  scientists  were  later  to  call  “sub-system  autonomy.” 

This  arrangement  was  designed  to  assure  that  schools  would  serve  the  whole 
public  and  would  be  controlled  by  the  public  through  special  boards  of  education,  not 
through  the  regular  agencies  of  the  state  or  local  governments.  This  is  why  in  the 
United  States  the  usual  term  is  public  schools,  not  state  schools  or  government 
schools,  as  they  are  often  called  in  those  countries  that  have  centralized  systems  of 
education. 

But  what  about  religious  instruction  in  these  common  public  schools?  It  was 
soon  evident  that  if  common  schools  taught  the  doctrines  of  a  particular  church  they 
would  violate  the  freedom  of  conscience  of  all  those  who  did  not  agree.  Many 
Protestants  felt  that  the  common  schools  could  find  a  common  religious  outlook  and 
teach  it.  They  found  the  common  religious  doctrines  of  Christianity  in  the  Bible  (the 
Protestant  Bible,  that  is).  If  the  schools  would  teach  only  the  nonsectarian  principles 
of  Christianity  as  contained  in  the  Bible,  they  argued,  all  sects  would  be  satisfied. 

This  solution  might  have  been  successful  if  America  had  remained  exclusively 
Protestant.  But  immigration  had  brought  increased  numbers  of  Roman  Catholics  and 
Jews.  Besides,  many  Americans  had  never  officially  belonged  to  any  church.  Catholics 
charged  that  the  so-called  nonsectarian  schools  were  really  Protestant  in  character  and 
that  they  were  therefore  sectarian.  CathoHcs  therefore  established  their  own  schools 
and  demanded  a  share  in  the  public  tax  funds  to  support  them.  Protestants  and  Jews 
opposed  the  giving  of  money  to  parochial  schools.  Most  states  finally  decided  to 
prohibit  sectarian  control  over  common  schools  and  to  prohibit  the  use  of  public 
money  for  private  schools  under  sectarian  control.  Especially  bitter  struggles  between 
Protestants  and  Catholics  were  settled,  at  least  for  the  time  being,  by  legislation  in 
New  York  in  1842  and  by  constitutional  amendment  in  Massachusetts  in  1855.  Nearly 
every  state  had  a  similar  struggle  and  enacted  similar  laws. 

By  the  end  of  the  first  century  of  republican  education,  the  general  decision  was 
that  a  free  society  was  better  served  if  the  majority  of  children  went  to  common. 
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nonsectarian  schools  than  if  they  went  to  separate,  sectarian,  religious  schools.  The 
argument  for  common  schools  was  that  nonsectarianism  would  prowde  a  greater 
measure  of  national  unity  and  social  integration  than  could  be  achieved  when  each 
sectarian  group  shepherded  its  own  children  into  its  own  schools.  Tlie  range  of 
communication  among  children  would  be  restricted  if  each  group  continued  to  run  its 
own  schools,  different  in  religion  and  language  from  others.  Separate  schools  would 
create  a  disjointed  society  and  perpetuate  divisions  among  the  people-tlius  narrowing 
their  outlooks  and  reducing  free  interchange  of  ideas.  Free  common  schools  would 
more  certainly  serve  the  cause  of  free  institutions.  They  would  help  to  form  an 
integrative  society  rather  than  perpetuate  a  disjunctive  society.  This  belief  made  it 
possible  for  the  United  States  to  build  a  modern  system  of  nearly  universal  free 
elementary  schools  sooner  than  any  other  country  in  the  world. 

At  the  end  of  the  first  century  of  the  republic,  secondary  schools,  however,  were 
still  largely  in  private  and  religious  hands.  This  fact  did  not  seem  undesirable  to  most 
Americans  of  that  particular  period.  The  private  academies  provided  considerable 
opportunity  to  those  who  could  afford  some  education  beyond  the  essentials.  Like¬ 
wise,  most  of  the  200  colleges  were  under  private  and  religous  control.  Tliis,  too, 
seemed  reasonable  to  the  majority  of  Americans  at  that  time.  Elementary  education 
for  all  at  public  expense  would  be  sufficient  to  guarantee  the  basic  security  of  a 
republican  government;  advanced  education  for  leadership  in  the  state  and  in  the 
professions  could  safely  be  obtained  privately  by  those  who  could  afford  it. 

A  few  spokesmen,  however,  began  to  argue  that  a  free  society  needed  free 
secondary  and  higher  institutions  as  well  as  free  elementary  schools.  The  public  high 
school,  for  example,  appeared  as  early  as  1821  in  Boston,  but  public  high  schools  did 
not  come  to  dominate  the  secondary  school  field  for  another  half  century  or  more. 
Indeed,  some  working-class  people  were  suspicious  that  free  public  high  schools  were 
really  upper-class  institutions  in  disguise  and  would  thus  serve  only  the  advantaged 
classes  while  being  supported  by  taxes  on  everyone.  Thus  the  era  of  republican 
education  tried  to  get  along  with  common  schools  at  the  elementary  level,  but  with 
secondary  and  higher  institutions  divided  along  denominational  lines.  In  general,  while 
the  elementary  schools  served  most  everyone,  the  academies,  colleges,  and  universities 
catered  to  the  wealthier,  upper  classes  rather  than  to  the  ordinary  people. 

The  major  failure  to  achieve  the  reformers’  goal  of  a  common  universal  school 
was  the  system  of  segregated  schools  for  Negroes,  which  appeared  occasionally  in  the 
North,  as  well  as  generally  in  the  South.  In  fact,  it  was  the  Roberts  case  in  the 
Massachusetts  Supreme  Court  in  1849  which  set  forth  the  principle  that  separate 
schools  for  Negroes  were  permissible  so  long  as  their  facilities  were  equal  to  those  of 
the  white  schools.  Charles  Sumner’s  argument  that  separate  schools  violated  the  equal 
rights  of  Negroes  was  rejected  by  the  court.  Nevertheless,  Massachusetts  and  other 
Northern  states  moved  soon  thereafter  to  abolish  their  segregated  schools  by  law.  But 
it  would  be  another  century  before  substantial  gains  were  made  in  achieving  common 
schools  by  law  in  the  South  and  in  fact  in  the  North.  That  was  one  of  the  things  with 
which  the  black  revolution  of  the  1950s  and  1960s  was  concerned.  Disregarding  this 
condition,  the  general  shift  from  predominantly  private  and  voluntary  to  predomi¬ 
nantly  state  controlled  and  supported  elementary  schools  was  a  spectacular  achieve- 
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ment  in  a  lapidly  expanding  society  characterized  by  hundreds  of  overlapping  political 
jurisdictions  and  with  no  centralized  educational  authority. 

In  higher  education,  however,  the  result  was  quite  different.  Between  the 
mid-eighteenth  and  mid-nineteenth  centuries  a  series  of  decisions  was  made  in  favor  of 
the  private  institutions  that  helped  them  maintain  their  predominance  in  American 
higher  education  until  well  into  the  twentieth  century.  During  the  middle  of  the 
eighteenth  century  the  Great  Awakening  prompted  the  several  Protestant  denomina¬ 
tions  to  set  up  colleges  that  would  be  supportive  of  their  faiths  and  would  aid  the 
training  of  ministers  in  their  particular  beliefs.  Princeton  was  founded  by  the  Presbyte¬ 
rians  of  New  Jersey  in  1746,  Kings  College  (Columbia)  by  the  Anglicans  of  New  York 
in  1754,  Brown  by  the  Baptists  of  Rhode  Island  in  1764,  Rutgers  by  the  Dutch 
Reformed  of  New  Jersey  in  1766,  and  Dartmouth  by  the  Congregationalists  of  New 
Hampshire  in  1769.  The  College  of  Philadelphia,  built  upon  Franklin’s  Academy,  was 
gven  a  nondenominational  charter  in  1755.  Together  with  Harvard,  William  and  Mary, 
and  Yale,  these  colleges  comprised  the  institutions  of  higher  education  founded  in  the 
colonies  before  the  Revolution. 

With  the  surge  of  democratic  ideals  embodied  in  the  Revolution,  republican 
arpments  for  a  complete  system  of  education  under  state  control  began  to  apply  not 
only  to  the  lower  schools  but  to  a  university  at  the  top.  Long  suspicious  of  tlie  closed 
corporation  as  an  engine  of  privilege,  the  democratic  forces  took  what  seemed  to  them 
a  logical  step-namely,  to  transform  the  private  and  religous  colleges  into  state  and 
secular  institutions.  On  the  whole,  however,  they  successfully  resisted  several  attempts 
by  the  colonial  legislatures  to  increase  their  control.  An  especially  bitter  struggle  took 
place  in  Connecticut  as  an  outgrowth  of  the  religious  revivals  and  the  antagonisms 
between  the  Old  Lights”  and  the  “New  Lights.”  Yale  College  had  remained  staunchly 
Calvinlstic  and  conservative,  whereas  the  New  Light  forces  felt  that  Yale  should  be 
more  responsive  to  the  religious  needs  of  the  revivalistic  groups,  inasmuch  as  it 
received  pubhc  moneys  paid  by  all  groups  alike.  But  President  Thomas  Clap  won  the 
battle  for  the  Old  Lights,  insisting  that  Yale  was  a  private  autonomous  college  and  not 
a  public  institution  and  therefore  had  the  right  to  require  strict  religious  discipline  of 
its  students,  no  matter  what  religious  views  their  parents  might  hold  or  from  what 
sources,  public  or  private,  the  funds  came. 

If  Virginia  had  followed  Jefferson’s  lead  in  1779,  the  College  of  William  and 
Mary  might  have  become  one  of  the  earHest  state  universities,  but  the  Church  of 
England  successfully  resisted  the  change.  Indeed,  the  very  first  state  university  might 
have  been  achieved  in  New  York  in  the  1750s  had  the  battle  over  the  founding  of 
King  s  College  turned  out  differently.  Two  factions  were  in  conflict.  One,  representing 
the  Church  of  England  and  the  Tory  classes  loyal  to  the  crown,  wanted  the  new 
college  to  be  Anglican  and  founded  by  royal  charter.  The  other,  representing  dissent¬ 
ing  Presbyterian  and  democratic  forces  under  the  leadership  of  WiUiam  Livingston, 
wanted  the  college  to  be  public,  nonsectarian,  and  founded  by  enactment  of  the 
colonial  legislature.  But  the  “church  party”  won  the  fight  and  the  college  became 
King  s  College,  the  original  name  to  be  changed  to  Columbia  only  after  the  War  of 
Independence. 
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When  the  college  in  Philadelphia,  which  had  originally  been  nonsectarian,  came 
under  Anglican  and  Tory  control,  the  democratic  forces  in  Pennsylvania  in  1779  set 
out  to  convert  it  into  the  University  of  the  State  of  Pennsylvania.  The  old  college, 
however,  refused  to  give  up  its  charter,  continuing  to  exist  for  ten  years  alongside  the 
state  university.  In  1789,  when  the  religious  and  political  interests  in  the  state  were 
realigned,  the  original  college  was  given  back  its  charter,  and  the  University  of 
Pennsylvania  became  a  private  and  independent  institution,  which  it  has  since  re¬ 
mained. 

Finding  it  difficult  to  transform  the  private  colleges  into  public  colleges,  the 
democratic  forces  began  to  establish  new  institutions  created  from  the  beginning  as 
state  universities.  Four  were  established  before  1800,  in  Georgia,  North  Carolina, 
Vermont,  and  Tennessee,  significantly,  in  states  where  no  colonial  religious  college  had 
been  established.  The  real  impetus  for  state  universities,  however,  arose  in  the  nine¬ 
teenth  century,  when  a  remarkable  democratic  experiment  began  in  higher  education 
no  less  than  in  elementary  and  secondary  education.  No  other  country  had  ever  tried 
to  establish  so  many  institutions  of  higher  education. 

In  response  to  a  new  religious  awakening  almost  every  denomination  was  active 
in  founding  colleges  as  a  means  of  spreading  their  religious  faith,  as  well  as  of  providing 
a  general  education  for  the  youth  of  the  land.  The  most  active  denominations  were  the 
Presbyterians,  Methodists,  Baptists,  Congregationalists,  Roman  Catholics,  and  Episco¬ 
palians.  They  worked  individually  as  well  as  jointly  in  such  organizations  as  the 
Society  for  the  Promotion  of  Collegiate  and  Theological  Education  at  the  West. 
According  to  Donald  G.  Tewksbury,  182  permanent  colleges  were  established  before 
the  Civil  War,  along  with  dozens  more  that  died  after  a  time.^ 

Despite  the  prevailing  belief  that  higher  education  should  be  under  religous 
control,  the  movement  for  state  universities  gained  increasing  momentum  in  the 
nineteenth  century.  This  precipitated  a  series  of  legal  battles  which  culminated  in  the 
famous  Dartmouth  College  case  of  1819,  when  the  Supreme  Court  decided  that 
Dartmouth  College  was  a  corporation  whose  charter  from  the  king  of  England  had  the 
force  of  a  contract  which  the  state  could  not  impair  under  the  protection  of  the 
United  States  Constitution.  The  decision  had  far-reaching  economic  and  political 
ramifications,  but  it  meant  specifically  for  American  colleges  that  the  philanthropic 
endowments  of  private  colleges  would  be  safe  from  encroachment  by  the  states.  This 
encouraged  private  donors  to  give  money  to  private  colleges,  and,  conversely,  it 
stimulated  the  states  to  establish  their  own  universities  under  state  control. 

Twenty  state  universities  were  founded  before  the  Civil  War,  even  though  they 
met  vigorous  opposition  from  the  private  and  religious  colleges  in  many  ways.  The 
religious  groups  often  tried  to  prevent  the  passage  of  enabling  laws  in  the  legislatures, 
and  they  tried  to  transfer  state  moneys  and  land  grants  to  religious  institutions.  Even 
after  the  establishment  of  some  state  universities,  the  religious  groups  often  continued 
their  efforts  to  insert  religious  interests  in  the  new  universities  or  to  reduce  their  funds 

7 

Donald  G.  Tewksbury,  The  Founding  of  American  Colleges  and  Universities  Before  the  Gvil  War, 
Teachers  College,  Columbia  University,  New  York,  1932. 
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to  insignificance.  The  score  in  the  contest  between  state  and  church  for  control  of 
higher  education  was  more  than  even.  For  the  few  cases  in  which  states  tried  to  take 
over  private  institutions,  there  were  many  cases  where  religious  groups  tried  to  control 
the  state  universities. 

Until  the  Civil  War  the  state  universities  lagged  far  behind  the  private  colleges  in 
their  influence  upon  American  higher  education.  However,  with  the  passage  of  the 
Morrill  Act  by  Congress  in  1862,  a  new  era  began.  It  granted  to  every  state  30,000 
acres  of  public  land  for  each  of  its  members  in  Congress,  the  money  to  be  used  for  the 
establishment  of  agricultural  and  mechanical  colleges  that  would  teach  the  liberal  arts 
as  well  as  the  sciences  appropriate  to  agriculture,  engineering,  mining,  and  forestry. 
Some  of  the  states  set  up  separate  “A  and  M”  colleges;  others  gave  the  money  to  their 
already  established  universities.  With  this  impulse  the  state  universities  were  propelled 
on  their  way  to  becoming  a  major  force  in  the  modernization  of  education  and 
American  society.  Characteristically,  they  made  more  widely  available  a  popular 
education  that  was  increasingly  secular  and  scientific,  practical  and  professional, 
diversified  and  comprehensive. 


C.  GROWING  POPULARITY  OF  THE  PRACTICAL  AND 
THE  PROFESSIONAL 

Much  as  Englishmen  had  done,  Americans  sought  to  meet  the  rising  demands  for  a 
modern,  ‘"useful”  education  by  trying  to  reform  their  established  educational  institu¬ 
tions,  and  then,  failing  that,  they  set  about  establishing  new  institutions.  In  the 
course  of  150  years  the  trend  was  perfectly  plain.  The  town  supported  Latin  grammar 
schools  in  New  England  and  the  religiously  sponsored  grammar  schools  elsewhere  were 
not  particularly  interested  in  the  new  commercial  life  of  the  seacoast  towns  in  the 
eighteenth  century.  The  Latin  grammar  schools  were  primarily  college-preparatory 
institutions  attracting  the  relatively  few  students  destined  for  the  major  learned 
professions  in  church  and  state.  Well  before  the  American  Revolution  a  growing 
demand  for  more  practical  and  modern  education  was  passing  the  grammar  schools 
by.^ 

Therefore,  two  new  types  of  secondary  schools  appeared,  comparable  to  those  in 
England— private-venture  schools  run  by  enterprising  schoolmasters  and  academies  run 
by  corporate  bodies  of  interested  men.  As  a  result,  the  Latin  grammar  schools  began  to 
disappear  in  die  eighteenth  century,  as  did  the  private-venture  schools  after  a  period  of 
great  popularity.  This  left  the  field  of  secondary  education  largely  to  the  academy  as 
the  new  republic  got  under  way.  But  during  the  nineteenth  century  the  academy 
became  more  academic,  more  elite,  and  less  attuned  to  the  needs  of  a  growing, 
industrial,  urban  population,  so  still  another  new  institution  was  invented,  the  public 
high  school.  By  mid-century  it  had  challenged  the  academy  in  popularity  and  was 
ready  to  move  on  to  become  the  standard  vehicle  of  American  secondary  education  in 

^See,  for  example,  lonTeaford,  “The  Transformation  of  Massachusetts  Education,  1670-1780,” 
History  of  Education  Quarterly,  voL  10,  pp.  287-307,  Fall  1970. 
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the  century  to  follow.  The  Latin  grammar  school  in  New  England  had  been  public,  but 
not  particularly  popular  or  practical.  The  private-venture  schools  and  the  academies 
were  more  popular  and  practical,  but  not  public.  Finally,  the  high  school  epitomized 
the  modernization  process  by  striving  to  become  popular,  practical,  and  public. 

Responding  to  the  interests  of  the  rising  commercial  and  trading  classes  early  in 
the  eighteenth  century,  private-venture  schoolmasters  began  to  teach  practical  subjects 
that  had  more  direct  vocational  value  and  thus  more  relevance  than  the  classics.  The 
basic  language  of  their  private  schools  was  English;  thus,  for  the  first  time  in  America 
there  was  a  conscious  attempt  to  adapt  educational  institutions  to  a  changing  social 
situation.  Inasmuch  as  their  aim  was  not  primarily  preparation  for  college,  the 
curriculum  of  these  schools  was  not  prescribed  or  circumscribed  by  college  entrance 
requirements.  Rather,  they  were  free  to  offer  any  courses  for  which  there  was  a 
demand,  or  for  wliich  a  demand  could  be  created.  Their  clientele  was  made  up  of 
children  of  merchants,  clerks,  bookkeepers,  accountants,  mechanics,  engineers,  and 
seamen. 

As  the  first  major  “alternatives”  to  public  education  in  America,  the  private 
schools  were  more  flexible  and  responsive  than  the  town  Latin  grammar  schools;  they 
admitted  anyone  who  wished  to  study  and  could  pay  the  fees,  adults  as  well  as  youth, 
girls  as  well  as  boys.  Students  took  whatever  courses  they  felt  would  be  valuable  to 
them;  there  was  no  diploma,  degree,  or  prescribed  curriculum.  Classes  were  held  at 
whatever  hours  students  could  come,  early  in  the  morning  before  working  hours,  at 
the  noon  hour,  late  in  the  afternoon,  or  in  the  evening  after  working  hours.  As  a  result, 
a  broadened  clientele  of  middle-class  youth  could  go  to  school  while  they  worked. 

High  on  the  list  of  studies  taught  by  the  private  venture  schools  were  those 
practical  modem  subjects  so  long  disparaged  by  humanists:  commercial  subjects 
(bookkeeping,  accounting,  penmanship,  and  commercial  arithmetic)  designed  to  pre¬ 
pare  clerks,  accountants,  bookkeepers,  merchants,  and  bankers  for  jobs  in  business  and 
trade;  and  mathematical  subjects  (algebra,  geometry,  astronomy,  trigonometry,  calcu¬ 
lus,  navigation,  surveying,  optics,  fortifications,  and  gunnery)  were  taught  for  their 
vocational  usefulness  in  such  increasingly  important  occupations  as  navigation  and  civil 
and  military  engineering.  In  many  cases  the  mathematical  teaching  in  the  private 
schools  was  fully  as  rigorous  as  that  found  in  some  of  the  colleges.  The  modem 
languages,  which  found  little  acceptance  in  colleges  or  Latin  grammar  schools,  were 
also  quite  common  in  the  private  schools-French  as  the  polite  language  of  high 
society,  and  Italian,  Spanish,  and  Portuguese  as  the  commercial  languages  of  impor¬ 
tance.  Geography  and  history  were  widely  advertised  as  of  general  value  for  everyone 
and  of  special  value  to  traders  and  navigators.  In  addition,  the  private  schools  offered 
the  classics  for  any  who  wished  to  prepare  for  college. 

The  private  schools  did  another  thing  that  most  Latin  grammar  schools  did  not 
do:  they  opened  their  doors  for  advanced  education  to  girls.  Some  private  schools 
allowed  girls  to  attend  with  boys,  some  held  special  classes  for  girls,  and  others  catered 
particularly  to  girls.  The  most  common  subjects  for  girls  were  reading,  writing, 
arithmetic,  geography,  and  French,  but  many  other  subjects  were  also  offered  in 
different  schools— the  general  subjects  of  English  grammar,  history,  and  Latin;  the 
vocational  subjects  of  bookkeeping,  accounting,  and  the  modern  languages;  and  the 
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polite  accompiislunents  of  drawing,  painting,  singing,  instrumental  music,  sewing,  and 
penmanship.  Hence  the  groundwork  for  advanced  education  for  girls  was  being  laid 
upon  which  were  later  built  the  academies  for  girls,  the  “female  seminaries,”  and 
eventually  the  colleges  for  women. 

Because  the  private-venture  schoolmaster  was  an  individual  enterpriser  seeking 
students  where  he  could  and  adapting  himself  to  varying  interests  of  people,  there  was 
no  continuity  or  formal  organization  to  carry  on  his  work  when  he  passed  from  the 
scene.  Therefore,  in  the  middle  of  the  eighteenth  century,  a  corporate  type  of  private 
school  took  form.  Typically,  a  group  of  men  organized  themselves  into  a  board  of 
trustees  along  the  model  of  the  English  corporate  schools.  The  state  would  then  grant 
a  charter  to  this  board  of  trustees,  constituting  it  a  corporation  and  authorizing  it  to 
own  property,  receive  money,  endowments,  and  bequests,  and  conduct  the  affairs  and 
control  the  policy  of  a  school.  Many  such  corporate  boards  were  granted  the  right  by 
the  state  to  be  self-perpetuating. 

Such  schools  were  thus  able  to  maintain  continuity,  achieve  permanence,  and 
build  distinctive  traditions.  Early  examples  were  the  William  Penn  Charter  School  and 
Franklin’s  Academy  in  Pennsylvania,  the  Newark  Academy  in  Delaware,  the  Washing¬ 
ton  Academy  in  New  Jersey,  the  Dummer  Academy  and  Phillips  Academy  in  Massa¬ 
chusetts,  and  the  Union  School  at  New  London,  Conn.  Henceforth,  the  private 
corporate  school  was  to  become  an  important  aspect  of  American  education.  The  state 
had  formally  delegated  part  of  its  authority  over  education  to  private  institutions. 
How  much  control  the  state  would  exercise  over  these  private  schools  proved  a  matter 
of  much  controversy. 

In  his  outline  for  an  academy  Benjamin  Franklin  embodied  the  prevailing 
tendency  of  the  private  schools  to  offer  utilitarian  subjects  for  vocational  preparation 
as  well  as  classical  languages  for  college  preparation,  but  he  shaped  these  into  a  clearly 
differentiated  and  organized  structure.  He  proposed  that  the  new  academy  should  have 
three  departments,  English,  Latin,  and  mathematics;  students  should  be  allowed  to 
choose  their  course  according  to  the  several  occupations  or  professions  for  which  they 
were  preparing. 

Franklin’s  proposals  included  a  diversifying  modernity  that  was  in  sharp  contrast 
to  the  heavily  classical  curriculum  of  the  Latin  grammar  schools.  Franklin  not  only 
proposed  writing  and  drawing;  arithmetic  and  accounts;  geometry  and  astronomy; 
rhetoric  and  oratory;  and  logic;  but  also  English  grammar,  composition,  and  literature; 
history  (universal  and  national  history,  ancient  customs,  moral,  religious,  and  pohtical); 
ancient  and  modem  languages  (Greek,  Latin,  German,  French,  Spanish);  sciences 
(observation,  experimentation,  and  natural  history);  history  of  invention,  commerce, 
and  manufacturing;  and  agriculture,  gardening,  and  mechanics.  Franklin  thus  reflected 
the  Enlightenment  streams  of  influence— empiricism,  sense  realism,  and  the  new 
science— as  well  as  his  own  experimental,  commercial,  and  utilitarian  interests.  Signifi¬ 
cantly,  also,  he  made  no  mention  of  religious  or  sectarian  instruction,  except  for  the 
history  of  religion,  which  was  well  within  the  deistic  outlook.  His  was  a  major  step  in 
the  promotion  of  practical,  modem,  and  scientific  studies.  Although  the  private 
venture  schools  had  met  a  modernizing  need,  they  did  not  carry  the  prestige  of  the 
classical  and  religious  traditions  of  the  Latin  grammar  schools.  The  theory  behind 
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FrankMii’s  academy  had  been  to  combine  the  practical  and  modem  with  the  classical, 
but  he  too  went  too  far  for  eighteenth-century  America,  for  he  had  left  out  the 
religious  ingredient. 

The  institutions  that  definitively  replaced  the  Latin  grammar  schools  absorbed 
into  themselves  not  only  the  principal  influences  of  the  Enlightenment  but  also  those 
of  the  Great  Awakening;  not  only  the  classical,  the  practical,  and  the  scientific,  but  the 
religious  as  well.  The  academies  that  were  to  have  real  influence  for  more  than  a 
century  were  founded  in  the  later  part  of  the  eighteenth  century  by  the  churches  or  by 
individuals  with  strong  religious  interests.  The  Dissenters’  Academies  in  England  had 
shown  that  religious  schools  could  have  a  broad  and  diversified  curriculum,  and  the 
Great  Awakening  gave  the  American  impetus  to  establishing  such  schools  for  religious 
as  well  as  practical  purposes.  The  classics  were  of  course  included,  for  the  supporters  of 
the  academies  were  primarily  middle-class  parents  who  wanted  their  children  to  be 
able  to  go  on  to  college.  In  general,  the  academies  combined  the  aims  of  college 
preparation  with  religious  piety  and  vocational  efficiency. 

The  academies  differed  in  other  respects  from  the  Latin  grammar  schools  and 
the  private  schools.  They  were  usually  boarding  schools  in  which  the  students  lived 
together  away  from  home.  Academies  for  girls  were  not  uncommon.  Often  acting  as 
local  substitutes  for  colleges,  many  academies  were  sooner  or  later  transformed  into 
colleges.  Commonly,  too,  they  were  nonpublic  institutions,  supported  by  tuition  from 
parents  or  by  endowment  from  churches  and  wealthy  individuals.  Support  also  came 
from  several  of  the  states,  as  the  academies  caught  the  public  fancy  and  became 
centers  of  the  deliberate  efforts  to  train  teachers.  Despite  their  private  and  usually 
religious  character,  the  academies  were  more  modem  than  the  Latin  grammar  schools 
because  of  their  wider  appeal,  their  broader  and  more  elastic  curriculum,  and  their 
more  comprehensive  aims.  They  helped  to  introduce  into  the  secondary  school 
curriculum  English  grammar,  composition,  and  literature,  English  rhetoric,  history, 
mathematics,  the  modem  languages,  some  commercial  subjects,  and,  especially  for 
girls,  the  social  arts  of  dancing,  music,  drawing,  and  needlework. 

As  the  newer  subjects  became  popular,  there  was  greater  demand  for  useful 
textbooks  in  these  fields.  The  first  text  in  English  grammar  used  in  America  was 
Thomas  Dilworth’s  New  Guide  to  the  English  Tongue.  Soon  American  authors  tried 
their  hands  at  writing  English  grammar,  notably  Noah  Webster  and  Lindley  Murray. 
The  most  noteworthy  textbook  in  arithmetic  was  written  by  Isaac  Greenwood,  private 
schoolmaster  and  professor  of  mathematics  at  Harvard  College,  the  title  of  whose 
book,  published  in  1729,  revealed  his  practical  outlook— Arithmetic  Vulgar  and 
Decimal  with  the  Application  thereof  to  a  Variety  of  Cases  in  Trade  and  Commerce. 
Other  texts  began  to  appear  in  history,  geography,  the  commercial  subjects,  practical 
mathematics,  and  modern  languages.  As  the  academies  began  to  emphasize  subjects 
requiring  a  command  of  English,  they  also  began  to  institute  preparatory  departments 
to  give  the  younger  children  a  grounding  in  the  fundamentals  before  they  entered  the 
academy  proper.  If  this  process  had  continued  uninterruptedly,  the  United  States 
might  have  produced  a  disjunctive  or  dual  system  of  schools  quite  siimiar  to  that  of 
the  West  European  countries. 

However,  in  the  1820s  and  thereafter,  the  modernizing  forces  in  the  United 
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States  began  to  demand  a  type  of  secondary  school  that  would  give,  at  public  expense, 
a  more  useful  education  for  children  who  had  completed  the  primary  and  grammar 
grades  of  the  elementary  schools.  The  public  high  school  was  designed  to  meet  this 
demand  and  to  overcome  the  growing  undemocratic,  class  character  of  the  academies. 
The  laboring  groups  had  no  access  to  an  advanced  education  of  a  more  practical  and 
non-college  preparatory  sort  so  long  as  the  Latin  grammar  schools  and  the  tuition¬ 
charging  academies  continued  to  be  the  only  secondary  school  institutions. 

Therefore,  in  Boston  in  1821  an  “English  classical  school”  was  established,  (it 
later  became  the  English  high  school)  designed  for  boys  of  twelve  years  of  age  or  older 
who  were  not  planning  to  go  on  to  college.  It  was  originally  a  three-year  high  school 
emphasizing  English,  mathematics,  science,  and  social  studies.  In  1827  Massachusetts 
passed  a  law  requiring  that  such  high  schools  be  established  in  every  town  of  500  or 
more  families.  By  1860  there  were  over  300  such  high  schools  in  the  country,  most  of 
them  located  in  Massachusetts,  New  York,  and  Ohio. 

At  the  outset  the  high  school  was  more  practical  than  the  grammar  school  in  the 
sense  that  it  stressed  an  “English  education,”  i.e.,  a  curriculum  taught  in  English  and 
stressing  the  modem  subjects  of  science  and  social  studies.  It  was  not,  however,  a  trade 
or  technical  school  preparing  students  for  specific  jobs.  In  general,  the  so-called 
vocational  studies  received  attention,  in  the  middle  of  the  century,  in  private  institu¬ 
tions  outside  of  the  public  high  schools;  they  were  gradually  admitted  to  the  expanded 
high  schools  or  to  special  vocational  high  schools  later  in  the  century. 

Not  only  were  more  boys  going  on  to  secondary  school,  but  opportunities  for 
girls  expanded  as  a  part  of  the  new  experiment  in  democratic  secondary  education.  In 
the  early  nineteenth  century  this  took  the  form  of  “female  academies”  and  “female 
seminaries.”  They  had  to  light  the  traditional  social  attitudes,  which  insisted  that 
woman’s  place  was  in  the  home  to  rear  children  and  care  for  a  family  and  that  women 
were  inherently  inferior  intellectually  to  males.  The  female  academies,  therefore, 
offered  home  economics  or  domestic  science  as  well  as  the  literary  subjects  when  they 
were  established  by  the  early  leaders~by  Emma  Willard  at  Troy,  N.Y.,  in  1821;  by 
Catherine  Beecher  at  Hartford,  Conn.,  in  1828;  and  by  Mary  Lyon  at  Mount  Holyoke, 
Mass.,  in  1838.  With  this  much  gained,  the  advancing  political  and  social  democracy  of 
the  time  began  to  make  it  possible  for  the  sphere  of  women’s  activities  to  be  expanded 
to  include  business,  industry,  and  the  professions,  especially  teacliing.  When  this 
happened,  and  as  a  corollary  to  it,  girls  were  admitted  to  high  schools  on  a  coeduca¬ 
tional  basis. 

During  the  later  colonial  and  early  republican  periods,  the  interest  in  modem 
science  and  practical  utility  gradually  began  to  affect  the  curriculum  of  some  of  the 
American  colleges,  but  most  held  to  the  religious  and  humanistic  traditions  of  earlier 
days.  The  exceptions,  however,  were  noteworthy,  for  they  pointed  to  the  tide  of 
modernity  that  began  to  run  more  and  more  swiftly  from  the  mid-eighteenth  century 
onward. 

By  the  beginning  of  the  eighteenth  century,  the  new  Enlightenment  science  had 
begun  to  creep  into  the  traditional  studies  of  Harvard.  The  logic  of  Descartes,  the 
geometry  of  Ramus,  and  the  physics  of  Newton  gradually  gained  a  hearing.  The 
astronomy  of  Copernicus,  Galileo,  Kepler,  and  Gassendi  began  to  replace  that  of 
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Aristotle.  Ptolemy,  and  Dante.  In  1728,  Thomas  Hollis  established  a  professorship  of 
mathematics  and  natural  philosophy  to  which  he  contributed  books  and  “philo¬ 
sophical  apparatus."  By  1769  these  included  skeletons,  globes,  microscopes,  and 
mechanical  instruments,  as  well  as  tiie  transactions  of  the  English  Royal  Society  and 
the  French  Academy  of  Sciences. 

As  the  first  Hollis  professor  of  mathematics  and  natural  pliilosophy,  Isaac 
Greenwood  wrote  books  on  arithmetic,  meteorology,  mine  damp,  and  the  aurora 
borealis.  He  did  much  to  bring  tire  college  into  closer  touch  with  die  practical  spirit  of 
the  age  and  to  attract  to  Harvard  practical-minded  young  men  who  might  otherwise 
have  gone  to  private  venture  schools  or  into  business.  His  successor,  Jolm  Winthrop. 
who  held  the  post  from  1738  to  1779,  proved  to  be  the  most  accomplished  scientific 
investigator  in  America  next  to  Benjamin  Franklin.  By  1743  the  Harvard  curriculum 
included  Enliglitenment  science  and  philosophy  in  the  form  of  Isaac  Watts’s  ^sfrano- 
my  and  Locke’s  Essay  Concerning  Human  Understanding.  In  these  ways  Harvard  had 
begun  to  show  a  definite  interest  in  the  new  science  and  philosophy,  though  tlie 
paramount  emphasis  remained  upon  the  classical  languages  and  mathematics.  3y  tire 
end  of  tire  eigliteenth  century  the  change  had  been  made  from  the  old  Aristotelian 
science  and  philosophy  to  that  of  tire  Enlightenment. 

When  tire  College  of  William  and  Mary  received  its  royal  charter  in  1693  under 
Anglican  auspices,  it  proclaimed  the  current  religious  purposes-namely,  to  train 
ministers,  to  educate  youth  piously  in  good  letters  and  manners,  and  to  extend 
Christianity  to  the  Indians.  Its  curriculum,  similar  to  that  of  the  Oxford  colleges,  did 
not  change  much  during  its  first  eiglity-five  years  of  existence.  When  Thomas  Jefferson 
tried  unsuccessfully  to  modernize  its  course  of  study  in  1779,  there  were  only  six 
instructors,  two  in  divinity  and  Hebrew,  one  in  logic,  rhetoric,  and  ethics;  one  in 
physics,  metaphysics,  and  mathematics;  one  in  Latin  and  Greek;  and  one  for  teaching 
Indian  boys  the  elements  of  religion. 

Jefferson’s  proposals  for  the  reform  of  William  and  Mary  as  submitted  to  the 
Virginia  legislature  in  1779  incorporated  the  modernizing  ideals  of  the  Enlightenment. 
He  would  have  broadened  and  secularized  the  curriculum  in  the  following  ways: 
tlieology  and  Bible  study  would  have  been  replaced  by  study  of  the  ancient  languages 
and  ecclesiastical  history;  modern  foreign  languages  would  have  gained  preeminence 
over  the  classics;  great  attention  would  have  been  given  to  the  pure  and  applied 
sciences  and  to  the  social  sciences  in  place  of  Aristotelian  philosophy;  and  law  and 
medicine  would  have  had  a  prominent  place.  In  general,  the  whole  tone  and  purpose  of 
the  College  would  have  been  designed  to  prepare  young  men  for  leadership  in  public 
affairs,  practical  pursuits,  and  professional  service,  rather  than  for  narrow  scholarship, 
aristocratic  intellectualism,  or  religious  sectarianism.  But  Jefferson’s  proposals  came 
fifty  years  too  soon. 

Developments  at  Yale  were  more  characteristic  of  the  times.  The  traditional 
religious  temper  at  Yale  became  even  more  marked  under  the  spell  of  the  Great 
Awakening.  In  1735  the  Connecticut  General  Court  declared  anew  that  the  “one 
principal  end  proposed  in  erecting  this  college  was  to  supply  the  churches  in  this 
Colony  with  a  learned,  pious,  and  orthodox  Ministry.’’  Even  so,  during  most  of  the 
eighteenth  century  its  curricular  development  largely  paralleled  that  of  Harvard-the 
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original  course  was  changed  gradually  in  the  direction  of  the  new  science  and 
philosophy  of  Newton  and  Locke, 

The  most  significant  difference,  however,  between  Yale  and  Harvard  up  to  the 
time  of  the  American  Revolution  seems  to  have  been  that  Yale  gave  greater  emphasis 
to  the  religious  nature  of  college  education  and  the  desirability  of  continuing  the 
prescribed  curriculum  for  religious  ends.  Whereas  the  religious  position  of  Harvard  had 
been  considerably  liberalized,  the  following  statement  of  President  Clap  in  1754 
illustrates  the  more  traditional  position  of  Yale: 

Colleges,  are  Religious  Societies,  of  a  Superior  Nature  to  all  others.  For 
whereas  Parishes,  are  Societies,  for  training  up  the  Common  People;  Colleges,  are 
Societies  of  Ministers,  for  training  up  Persons  for  the  Work  of  IhQ  Ministry.  . . . 
Some  indeed,  have  supposed,  that,  the  only  Design  of  Colleges,  was  to  teach  the 
Arts,  and  Sciences. .  .  .  But,  it  is  probable,  that  there  is  not  a  College,  to  be 
found  upon  Earth,  upon  such  a  Constitution.^ 

Most  of  the  colonial  colleges  were  generally  similar  in  their  loyalty  to  this 
tradition  and  to  an  emphasis  upon  the  study  of  divinity,  the  classics,  mathematics,  and 
philosophy.  Their  histories  up  to  the  Revolution  showed  little  that  was  radically 
different,  with  a  few  notable  exceptions.  With  the  founding  of  King’s  College  (Colum¬ 
bia)  in  New  York  City  in  1754,  President  Samuel  Johnson  leavened  the  strictly 
sectarian  character  and  aim  by  the  formal  toleration  of  religious  beUefs  and  a 
broadening  of  the  scope  of  liberal  studies.  With  the  establishment  of  the  College  of 
Philadelphia  in  1755  (University  of  Pennsylvania),  the  traditional  literary  and  aristo¬ 
cratic  conception  of  Hberal  education  was  frontally  challenged  by  the  first  provost, 
Reverend  William  Smith.  It  is  likely  that  Smith’s  curriculum  for  the  Philadelphia 
college  was  framed  in  the  image  of  his  own  Scottish  training  and  the  course  that  had 
shortly  before  (1753)  been  revised  at  King’s  College,  Aberdeen.  His  “Scheme  of 
Liberal  Education”  embraced  the  greatest  diversity  of  subjects  of  any  college  in 
America  at  the  time;  three  “Schools  of  Philosophy”  included  instrumental  philosophy 
(technology),  moral  philosophy  (social  science),  and  natural  philosophy  (physical 
science). 

Because  the  colonists  followed  the  pattern  of  the  English  colleges,  they  did  not 
institute  tlie  formal  professional  studies  in  law,  medicine,  or  theology  that  charac¬ 
terized  the  medieval  university.  Education  for  these  professions  during  most  of  the 
eigliteenth  century  was  gained  by  apprenticeship  to  a  practicing  lawyer,  physician,  or 
clergyman.  No  specialized  instruction  in  law  was  given  until  1793,  when  a  Kent 
professor  of  law  was  established  at  Columbia. 

Similarly,  professional  training  in  medicine  was  acquired  when  boys  in  their 
teens  were  apprenticed  to  physicians,  to  do  the  menial  work  and  pick  up  what 
information  they  could.  As  a  result,  American  medicine  lagged  considerably  behind 
European  medicine  during  the  eighteenth  century.  However,  as  the  study  of  science 

^Thomas  Qap,  The  Religious  Constitution  of  Colleges,  Especially  of  Yale-College  in  New  Haven,  T. 
Green,  New  London,  Conn.,  1754,  pp.  4,  12. 
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began  to  gain  ground,  as  more  physicians  came  to  America  from  England  and  France, 
and  as  such  men  as  John  Morgan  brought  back  ideas  from  Edinburg  and  London, 
special  instruction  in  medicine  began  to  appear  in  a  few  colleges,  notably  at  those 
colleges  where  science  had  received  particular  emphasis-the  Colege  of  Philadelphia, 
King’s  College,  and  Harvard. 

Training  in  theology  fared  somewhat  better  because  of  the  religious  bias  in  most 
colleges.  Students  with  a  bent  for  theology  could  do  special  work  with  the  professor  of 
theology,  who  was  often  the  president,  or  the  young  graduate  might  stay  on  after 
receiving  his  B.A.  degree  and  receive  individual  theological  instruction.  He  could  then 
be  apprenticed  to  a  clergyman  or  teach  school  while  awaiting  the  call  to  a  pastorate. 

The  most  thoroughgoing  formulation  of  the  ideal  of  a  modem  university  was 
made  by  Thomas  Jefferson.  In  his  plans  for  the  University  of  Virginia  in  1818, 
Jefferson  struck  the  major  notes  of  modernity  time  and  again:  its  secular  public  service 
purpose,  its  professional  function,  and  its  scientific  and  practical  orientation: 

To  form  the  statesmen,  legislators  and  judges,  on  whom  public  prosperity 
and  individual  happiness  are  so  much  to  depend;  [These  are  the  men  of  public 
affairs  who  will  lead  the  new  republican  society.  ] 

To  expound  the  principles  and  structure  of  government,  the  laws  which 
regulate  the  intercourse  of  nations,  those  formed  municipally  for  our  own 
government,  and  a  sound  spirit  of  legislation,  which,  banishing  all  arbitrary  and 
unnecessary  restraint  on  individual  action,  shall  leave  us  free  to  do  whatever  does 
not  violate  the  equal  rights  of  another.  [Here  is  the  stress  upon  the  study  of 
politics  and  society  in  the  service  of  republicanism  and  freedom.] 

To  harmonize  and  promote  the  interests  of  agriculture,  manufacture  and 
commerce,  and  by  all  well  informed  views  of  political  economy  to  give  a  free 
scope  to  the  public  industry;  [A  statement  that  proclaims  the  university’s 
responsibility  to  promote  the  economic  development  of  a  modernizing  society.] 
To  develop  the  reasoning  faculties  of  our  youth,  enlaige  their  minds, 
cultivate  their  morals  and  instill  into  them  the  precepts  of  virtue  and  order;  [A 
goal  that  echoes  the  usual  traditional  academic  statement  of  the  purposes  of  a 
college  education.] 

To  enlighten  them  with  mathematical  and  physical  sciences,  which  ad¬ 
vance  the  arts,  and  administer  to  the  health,  the  subsistence,  and  comforts  of 
human  life;  [The  stress  is  upon  the  modem  studies  and  their  practical  applica¬ 
tion  to  social  service.] 

And,  generally,  to  form  them  to  habits  of  reflection  and  correct  action, 
rendering  them  examples  of  virtue  to  others,  and  of  happiness  within  themselves. 
[All  leading  to  the  formation  of  exemplary  republican  conduct.] 

Jefferson  proposed  that  ten  schools  be  established  to  carry  out  these  aims.  He 
still  found  room  for  the  classics  in  one  of  the  schools,  but  he  found  no  room  for 
religion.  The  other  nine  schools  were  to  consist  of:  modern  languages;  pure  mathe¬ 
matics;  physico-mathematics;  physics  (natural  philosophy);  botany  and  zoology;  anat- 

^®Saul  K.  Padover,  The  Complete  Jefferson,  Tudor  Publishing  Company,  New  York,  1943,  pp. 
1098,1100-1101. 
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omy  and  medicine;  political  economy  (government,  law,  and  history);  municipal  law; 
and  ideology  (grammar,  rhetoric,  ethics,  belles  lettres,  and  fine  arts).  The  heavy 
professional  and  social  service  orientation  is  patent.  Also  clear  was  Jefferson’s  belief 
ihat  a  modem  university  should  be  conceived  on  a  large  scale,  attractive  to  scholars 
who  had  specialized  in  tlie  various  fields  of  modern  knowledge,  supported  by  the  state, 
free  from  sectarian  religious  control,  and  encouraging  the  student  to  prepare  himself 
for  a  secular  career  by  making  available  a  broad  range  of  fields  from  which  he  could 
choose. 

The  whole  tone  of  Jefferson’s  proposals  was  much  like  that  of  William  Living¬ 
ston’s  and  Benjamin  Franklin’s  a  half  century  earlier.  All  three  were  prominent  men  of 
public  affairs  who  had  turned  their  attention  to  the  role  that  education  could  play  in 
the  modernizing  of  a  republican  America.  Each  of  these  public  men  was  exhorting  the 
academic  brethren  to  reform  higher  education  as  a  means  of  transforming  their 
traditional  society  into  a  modern  society. 

Some  of  the  academic  brethren  were  indeed  trying  to  reform  their  institutions 
from  within.  One  of  these  was  George  Ticknor,  who  brought  to  Harvard  in  1819 
German  ideals  of  advanced  scholarship  and  of  freedom  for  teacher  and  learner. 
Interested  in  promoting  the  modern  languages,  Ticknor  set  out  to  break  up  the 
prescribed  classical  curriculum,  substitute  election  of  studies,  and  institute  methods  of 
thorough  scholarship.  His  justification  for  these  reforms  was  that  Harvard  must  meet 
the  demands  of  students  and  the  community  for  a  useful  education  in  scientific, 
technical,  and  mechanical  studies;  incidentally,  such  reforms  would  meet  the  competi¬ 
tion  of  rising  technical  schools. 

In  response  to  such  currents  of  unrest,  a  number  of  colleges  took  steps  toward 
reform.  The  most  common  approach  was  to  set  up  separate  courses,  parallel  to  the 
prescribed  classical  regimen.  Thus  the  integrity  of  the  classical  curriculum  leading  to 
the  B.A.  degree  would  remain  unimpaired,  but  there  would  still  be  a  chance  for 
students  to  get  an  education  in  the  “scientific,”  “literary,”  or  “English”  studies.  In 
these  new,  parallel  courses,  the  classical  studies  were  either  diminished,  or  they 
entirely  disappeared  to  make  way  for  the  physical  and  biological  sciences,  English  and 
modem  languages,  and  the  social  sciences. 

A  radical  plan  by  Jacob  Abbott  was  adopted  by  the  board  of  tmstees  of 
Amherst  College  in  the  1820s  to  train  boys  for  occupations  that  would  be  useful  for 
the  social  improvement  of  a  rapidly  modernizing  society-namely,  commerce,  business, 
international  trade,  farming,  and  teaching-but  it  faded  rapidly.  The  reformers  did  not 
reckon  sufficiently  with  the  difficulty  of  attracting  able  boys  to  the  “lower”  occupa¬ 
tions.  The  new  courses  did  not  usually  set  such  high  standards  for  admission  as  did  the 
classical  course;  that  is,  they  did  not  require  as  much  Latin  or  Greek.  They  were 
allowed  to  grant,  not  the  bachelor  of  arts  degree,  which  was  jealously  reserved  for  the 
classical  course,  but  only  a  diploma  or  such  new  degrees  as  the  bachelor  of  science, 
bachelor  of  philosophy,  or  bachelor  of  letters. 

Another  approach  was  the  establishment  of  independent  technical  schools,  as 
represented  by  Rensselaer  Polytechnic  Institute,  Worcester  Polytechnic  Institute,  and 
Massachusetts  Institute  of  Technology.  Stephen  Van  Rensselaer,  for  example,  estab¬ 
lished  his  school  in  1824  with  the  purpose  of  “. . .  affording  an  opportunity  to  the 
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farmer,  the  mechanic,  the  clerg^'man,  the  lawyer,  the  physician,  the  merchant,  and  in 
short,  to  the  man  of  business  or  of  leisure,  of  any  calling  whatever,  to  become 
practically  scientific.”"  It  was  emphasized  that  students  would  not  onlv  receive 
literary  exercises  but  also  would  be  given  proper  development  of  manual  abilities  bv 
appropriate  muscular  exercises.  In  this  way  the  student  was  to  become  familiar  with 
the  most  important  scientific  manipulations  and  “particularly  with  those  which  will  be 
most  useful  in  the  common  concerns  of  life.”  Here  was  a  direct  challenge  to  and 
eventually  a  source  of  keen  competition  for  the  literary  colleges. 

A  third  response  was  made  by  a  few  of  the  older  colleges  which  attempted  to 
meet  the  competition  by  establishing  affiliated  schools  of  science  separate  from  their 
regular  colleges  but  on  the  same  campus.  In  this  way  the  college  could  retain  its 
classical  emphasis  and  give  a  traditional  training  to  those  students  who  wished  to 
become  clergymen,  teachers,  scholars,  or  merely  “cultured”  persons,  whereas  the 
scientific  school  could  give  a  training  to  those  who  were  intended  for  careers  in 
business  or  industry.  Such  were  Sheffield  Scientific  School  at  Yale,  Lawrence  Scienti¬ 
fic  School  at  Harvard,  Chandler  School  of  Science  at  Dartmouth,  and  others  at 
Princeton,  Pennsylvania,  Columbia,  and  elsewhere. 

The  practical  and  technical  studies  offered  in  the  private  academies  and  colleges, 
in  West  Point  Military  Academy  (1802),  and  in  the  technological  and  scientific  schools 
made  a  direct  contribution  during  the  economic  takeoff  period  of  industrial  produc¬ 
tion  which  marked  the  two  decades  of  the  1840s  and  1850s.  But  despite  the  calls  for 
modernization,  despite  the  efforts  to  transform  the  traditional  arts  colleges,  neither 
Jefferson’s  vision  of  a  grand  university,  Ticknor’s  efforts  to  reform  Harvard’s  academic 
curriculum,  nor  Abbott’s  efforts  to  set  up  a  parallel  course  won  the  day  in  the  early 
decades  of  the  century.  They  remained  undercurrents  of  modernizing  dissent  in  a 
massive  sea  of  academic  resistance. 

The  hand  of  the  academic  conservatives  was  strengthened  by  three  unlikely 
allies.  The  first  was  a  resurgence  of  fundamentalist,  sectarian  religious  revivals  that 
swept  through  the  land  and  the  colleges.  Especially  pronounced  at  Princeton  and  at 
Yale,  they  became  the  pacesetters  for  those  182  permanent  colleges  founded  before 
the  Civil  War.  Reenforcing  the  disciplinary  and  classical  tone  of  the  colleges,  the 
religious  momentum  set  the  seal  on  the  college  as  a  residential  guardian  standing  in 
loco  parentis  for  the  morals  of  students,  as  well  as  for  their  minds. 

A  second  obstruction  to  change  came  from  the  extreme  egalitarian  and  anti-intel¬ 
lectual  wing  of  Jacksonian  democrats  who  did  not  believe  that  higher  education  could 
benefit  the  working  classes  but  was  simply  another  bastion  of  privilege  serving  only  the 
establishment  rulers  of  the  day.  The  very  idea  of  a  university  giving  special  training  for 
an  intellectual  career  was  seen  to  be  an  undemocratic  symbol  of  inequality.  At  the 
opposite  pole  politically  was  a  third  opponent  to  modernization  in  the  universities,  the 
proslavery  Southern  landowners  who  listened  nervously  to  the  calls  for  greater  access 
to  higher  education  for  mechanics,  farmers,  and  tradesmen,  seeing  them  as  somehow  a 
threat  to  their  position.  As  tlie  Civil  War  approached,  a  stifling  atmosphere  settled  over 

"From  a  circular  purporting  to  be  the  first  prospectus  of  a  school  of  science  in  the  English 
language,  quoted  in  U.S.  Bureau  of  Education  Circular  of  Information  ^  no.  3,  1900,  p.  484. 
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those  colleges  that  might  harbor  the  voices  of  reform.  The  curious  mixture  of  religious 
conservatives,  anti-intellectual  egalitarians,  and  proslavery  racists  each  in  their  own 
way  slowed  down  the  tempo  of  modernization  in  higher  education. 

Probably  much  more  directly  influential  within  the  academic  community  itself, 
however,  was  the  voice  of  the  classical  humanist  who  had  long  been  chafing  under  the 
onslaughts  of  Enlightenment  empiricism,  practicality,  and  antireligious  rationality. 
Paramount  among  these  voices  was  the  famous  Yale  Faculty  Report  of  1828,  written 
by  President  Jeremiah  Day  and  the  noted  classicist  James  L.  Kingsley.  Together  they 
framed  an  eloquent  and  persuasive  document  proclaiming  that  the  purpose  of  the 
college  was  a  general  liberal  education,  not  the  preparation  of  the  specialist  for  a 
vocation,  a  profession,  or  a  practical  career.  Therefore  the  curriculum  must  remain 
prescribed,  so  that  all  students  would  be  assured  of  a  balanced  education.  And,  above 
all,  the  preeminent  core  of  the  prescribed  college  curriculum  must  continue  to  be  the 
Greek  and  Latin  classical  studies  without  knowledge  of  which  no  man  could  be  called 
liberally  educated.  Not  only  did  this  appeal  to  the  gentlemanly  instincts  of  academic 
prestige  but  also  to  the  collegiate  opinion  molders  who  viewed  the  classics  as  the 
proper  handmaidens  of  Protestant  theology. 

At  mid-century,  however,  the  clamor  of  the  modernizers  became  more  insistent, 
claiming  that  economic  development,  industrialization,  and  urbanization  required 
more  and  more  highly  trained  manpower.  In  the  1840s  Captain  Alden  Partridge, 
erstwhile  superintendent  of  West  Point  and  founder  of  Norwich  University,  urged 
Congress  to  grant  land  for  establishing  state  schools  of  agriculture,  science,  engineer¬ 
ing,  and  business.  In  the  1850s  Professor  Jonathan  Turner  of  Illinois  College  urged 
Congress  to  give  public  land  to  the  states  so  they  could  set  up  “Industrial  Universities 
for  the  People”  (1853)  in  which  the  working  classes  would  have  the  same  opportunity 
to  prepare  for  their  livelihoods  as  did  the  higher  professional  classes.  To  this  end  the 
industrial  universities  should  train  teachers  of  agriculture  and  mechanical  arts  for  the 
secondary  schools.  By  1860  at  least  three  states  (Michigan,  Maryland,  and  Pennsyl 
vania)  had  established  state  agricultural  schools. 

Meanwhile,  reform  efforts  were  continuing  within  some  of  the  well-established 
institutions.  President  Francis  Wayiand,  after  visiting  many  universities  in  Europe, 
advocated  that  Brown  University  be  transformed  into  a  genuine  university  by  offering 
work  in  all  the  major  branches  of  knowledge  and  by  devising  new  courses  to  meet  the 
mechanical,  agricultural,  and  industrial  needs  of  the  people.  He  argued  that  the  older 
coleges  must  adapt  themselves  to  meet  the  needs  of  all  classes  of  society  or  lose 
essential  patronage  to  the  newer  technical  schools.  Another  mid-century  proponent  of 
university  building  on  the  European  model  was  Henry  Tappan  at  the  University  of 
Michigan.  Taking  inspiration  from  the  German  universities,  Tappan  argued  that  a 
genuine  university  must  be  secular,  supported  by  the  state,  offer  courses  in  all  the 
subjects  of  human  knowledge,  ensure  freedom  of  research  and  of  study,  adapt  itself  to 
the  needs  of  the  state,  and  become  the  capstone  of  a  complete  state  system  of 
education. 

The  time  was  not  quite  ripe,  however,  for  such  ideas.  Wayiand  retired  in  dismay 
and  disgust  at  the  small  gains  he  was  able  to  make  in  opening  up  Brown  to  the  lower 
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classes  in  society,  Tappan  was  driven  from  Michigan  for  trying  to  import  alien,  elite, 
Prussian  ideas  into  rural,  egalitarian  Michigan.  But  the  tide  was  just  about  to  turn  in 
their  favor.  The  war  measure  to  aid  the  states  in  developing  agricuitural  and  mechani¬ 
cal  colleges,  as  proposed  by  Senator  Justin  Morrill  of  Vermont  as  early  as  1859  and 
signed  by  President  Lincoln  in  1862,  was  to  become  a  watershed  date  in  the  iiistoiy^  of 
Western  higher  education.  A  decade  earlier  the  English  royal  commissions  had  cau¬ 
tiously  opened  the  doors  of  Oxford  and  Cambridge  to  the  middle  classes.  The  Morril 
Act  opened  the  doors  of  scores  of  state  institutions  to  an  ever-growing  flood  of 
students  who  stamped  the  seal  of  popularity  upon  the  practical  and  the  professional 
ingredients  of  modem  higher  education  in  America. 


D.  AMBIVALENCE  BETWEEN  ACHIEVEMENT  AND 
LEARNER-ORIENTED  GOALS 

We  have  said  that  one  of  the  characteristics  of  modern  education  is  that  it  seeks  a 
balance  between  the  achievement  that  society  expects  from  the  products  of  its 
educational  systems  and  the  system’s  efforts  to  adapt  education  to  the  learning 
capabilities  and  talents  of  the  students  it  teaches.  In  the  period  from  1700  to  1850  the 
balance  in  American  education,  as  elsewhere  in  the  West,  was  tipped  heavily  in  favor  of 
the  achievement  of  society’s  goals. 

The  achievement  expected  in  elementary  schools  was  literacy  wrapped  in  piety 
and  moral  behavior.  From  the  days  when  Cotton  Mather  laid  his  charges  upon  the 
dutiful  child  of  A  Family  WelWrdered  (1699)  to  be  obedient  and  prayerful,  when 
Jonathan  Edwards’  Faithful  Narrative  of  the  Surprising  Work  of  God  (1736)  revelled 
in  four-year-old  Phoebe  Bartletts’  religious  anguish  and  sense  of  sin,  the  Protestant 
ethic  enjoined  the  child  to  work  hard  to  achieve  salvation.  From  the  mid-eighteenth  to 
the  mid-nineteenth  centuries  two  additional  motivations  permeated  the  educational 
system’s  efforts  to  socialize  its  students.  They  must  work  hard  to  become  loyal 
patriots  in  order  to  help  the  nation  achieve  its  destiny  as  conceived  by  a  Noah  Webster 
or  a  George  Bancroft.  They  were  enjoined  to  work  hard  to  make  a  decent  and  honest 
living  as  embodied  in  Benjamin  Franklin’s  AriWce  to  a  Young  Tradesman  (1748).  The 
intertwining  of  these  three  achievement  motivations  prescribed  the  dominant  social 
task  and  tone  of  American  education -to  hew  a  self-reliant,  individualistic,  middle-class 
morality  into  the  pillars  of  a  white,  Anglo-Saxon,  Protestant  society. 

The  most  influential  of  the  early  reading  books  was  the  New  England  Primer, 
first  pubhshed  in  America  just  before  the  beginning  of  the  eighteenth  century.  It 
illustrates  above  all  how  learning  to  read  was  thoroughly  imbued  with  religious 
sentiments.  It  commonly  began  with  the  alphabet  in  capital  and  small  letters,  followed 
by  lists  of  syllables  and  words  emphasizing  moral  concepts.  Little  children  learned 
their  letters  by  spelling  and  memorizing  such  words  as:  abusing,  bewitching,  con¬ 
founded,  drunkenness,  faculty,  godliness,  impudent,  everlasting,  fidelity,  glorifying, 
and  humility.  Then  came  the  edifying  woodcuts  illustrating  the  letters  of  the  alphabet 
accompanied  by  religious,  moralistic  rhymes,  many  of  them  reflecting  the  gloomy 
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outlook  of  Puritanism.  Reading  material  followed  under  such  headings  as  ‘‘The  Dutiful 
Child’s  Promises”  and  “An  Alphabet  of  Lessons  for  Youth  ”  culminating  in  the  Lord’s 
Prayer,  the  Apostles’  Creed,  the  Ten  Commandments,  the  names  of  the  books  of  the 
Old  and  New  Testaments,  religious  verses  and  stories,  and  finally  the  Westminster 
catechism.  The  Roman  and  Arabic  numerals  were  learned  as  a  means  “for  the  ready 
finding  of  any  Chapter,  Psalm,  and  Verse  in  the  Bible.” 

Later  in  the  eighteenth  century  newer  editions  of  the  New  England  Primer  began 
to  reflect  patriotic  sentiments  commensurate  with  the  outlook  of  the  new  nation.  For 
example,  the  early  rhyme  describing  the  letter  K  expressed  loyalty  to  the  king  of 
England:  “Our  King  the  Good,  No  man  of  blood.”  After  the  Revolution,  patriotism 
became  the  motif:  “Kings  should  be  good,  Not  men  of  blood;”  “The  British  King, 
Lost  states  thirteen;”  or  “Queens  and  Kings,  Are  gaudy  things.”  Other  changes  made 
the  patriotic  point  as  plain  as  could  be:  “Whales  in  the  sea,  God’s  voice  obey”  became 
“Great  Washington  brave.  His  country  did  save.” 

Not  only  did  the  patriotic  motif  begin  to  appear  after  Revolution  but  also  a 
good  deal  of  other  secular  material  was  inserted.  Stories  about  punishments  for  bad 
boys  and  girls  no  longer  involved  eternal  suffering  in  hell  but  stressed  the  withholding 
of  oranges,  apples,  cakes,  and  nuts.  Furthermore,  the  practical  value  of  learning  to  read 
began  to  seem  more  enticing  to  youthful  ambitions  than  its  use  in  reading  the  Bible. 
For  example,  the  New  England  Primer  exhorted  pupils  in  the  following  manner: 

He  who  ne’er  learns  his  A.B.C. 

Forever  will  a  blockhead  be. 

But  he  who  learns  his  letters  fair 

Shall  have  a  coach  to  take  the  air. 

The  Primer  began  to  lose  ground  after  the  Revolution  as  more  sprightly  reading 
books  appeared,  one  of  the  most  famous  being  Noah  Webster’s  “blue-backed  speller,” 
Elementary  Spelling  Booh  probably  the  most  widely  used  schoolbook  for  a  century. 
Emphasizing  moralistic  and  patriotic  sentiments,  it  symbolized  the  ideals  of  a  newly 
Americanized  civility,  one  of  whose  goals  was  universal  literacy. 

William  Holmes  McGuffey’s  graded  readers,  published  in  the  1830s  and  1840s, 
carried  the  achievement  motive  into  nearly  every  part  of  the  land.  It  is  estimated  that 
12  million  copies  were  sold  between  1836  and  1920.  The  readers  were  not  so  much 
interested  in  adapting  literature  to  the  learner  as  in  putting  generations  of  young  and 
immature  readers  in  touch  with  the  common  stock  of  modern  English  literature.  And, 
above  all,  the  selections  set  before  the  youth  of  America  the  ideals  of  achievement  that 
served  the  cause  of  modernization  on  a  large  scale.  Henry  Steele  Commager  sums  up 
their  underlying  ideology  this  way: 

It  was  a  middle-class,  conventional,  and  equalitarian  morality,  one  that 
derived  from  Benjamin  Franklin  and  his  careful  rules  of  good  conduct,  rather 
than  from  the  Puritan  austerity  of  a  John  Adams,  or  the  Enlightenment  of  a 
Jefferson.  Industry,  sobriety,  thrift,  propriety,  modesty,  punctuality,  conformi¬ 
ty— these  were  the  essential  virtues,  and  those  who  practiced  them  were  sure  of 
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success  ...  a  job,  a  farm,  money  in  hand  or  in  the  bank.  Failure  was,  just  as 
dearly,  the  consequence  of  laziness  or  self-indulgence,  and  deserved,  therefore, 
little  sympathy.*^ 

Less  well  known  but  distinctively  American,  an  elementary  textbook,  First 
Lessons  in  Political  Economy,  written  in  1835  by  the  Reverend  John  McVickar. 
professor  at  Columbia  College,  deftly  wove  together  the  texture  of  individual  effort 
with  a  laissez  faire  economic  system  operating  according  to  natural  laws  as  the  best 
guarantee  for  national  development.  In  a  last  chapter  on  “How  to  Make  Money,” 
McVickar  dotted  the  i’s  and  crossed  the  t’s  of  the  achievement  motif  in  the  American 
dream: 


If  he  has  good  health  and  is  industrious,  even  the  poorest  boy  in  our 
country  has  something  to  trade  upon;  and  if  he  be  besides  well-educated  and 
have  skill  in  any  kind  of  work,  and  add  to  this,  moral  habits  and  religious 
principles,  so  that  his  employers  may  trust  him  and  place  confidence  in  him,  he 
may  then  be  said  to  set  out  in  life  with  a  handsome  capital,  and  certainly  has  as 
good  a  chance  of  becoming  independent  and  respectable,  and  perhaps  rich,  as 
any  man  in  the  country.  “Every  man  is  the  maker  of  his  own  fortune.”  All 
depends  upon  setting  out  on  the  right  principles,  and  they  are  these: 

1.  Be  Industrious-time  and  skill  are  your  capital. 

2.  Be  Saving-whatever  it  be,  live  within  your  income. 

3.  Be  Prudent-buy  not  what  you  can  do  without. 

4.  Be  Resolute-let  your  economy  be  always  of  today,  not  tomorrow. 

5.  Be  Contented  and  Thankful-a  cheerful  spirit  makes  labor  light,  and  sleep 
sweet,  and  aO  around  happy,  all  of  which  is  much  better  than  being  onlv 
rich}^ 

There  is  no  doubt  that  the  ideology  of  hard  work  instilled  by  the  schools 
contributed  to  the  rapid  modernization  of  the  United  States.  It  is  probably  significant 
that  a  similar  achievement  orientation  in  the  century  to  come  pervaded  the  approach 
to  modernization  in  capitalist  Japan  and  in  Communist  Russia  and  China.  Stripped  of 
the  goal  of  getting  rich,  McVickar’s  gospel  spelled  out  a  basic  formula  useful  to  the 
modernizing  leadership  of  all  shades  of  political  ideology:  industriousness,  prudence, 
resoluteness,  and  contentment. 

In  comparison  with  the  stress  on  achievement,  American  schools  gave  relatively 
minor  attention  to  learner-oriented  pedagogy  up  to  mid-nineteenth  century.  Yet  there 
was  a  growing  undercurrent  of  effort  to  adapt  teaching  materials  to  the  learner’s 
interests  or  abilities.  As  early  as  1706  the  instruction  of  the  Society  for  the  Propaga¬ 
tion  of  the  Gospel  in  Foreign  Parts  to  its  Anglican  teachers  not  only  enjoined  them  to 
develop  in  their  charges  good  manners  and  the  virtues  of  honesty  and  truth,  but  also  to 
be  kind  and  gentle  to  the  children  and  to  be  sparing  with  corporal  punishment. 

^'^McGiiffey ’s  Fifth  Eclectic  Reader,  1879  ed.,  New  American  Library,  New  York,  1962,  p.  viii. 

John  McVickar,  First  Lessons  in  Political  Economy;  for  the  Use  of  Primary  and  Common 
Schools,  Hilliard,  Gray,  and  Co.,  Boston,  1 835,  pp.  86-88. 
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Similarly,  the  Quaker  teacher,  Anthony  Benezet,  advocated  patient  understanding  of 
innocent  child  nature,  special  attention  to  different  aptitudes,  and  emphasis  upon  the 
pleasant  and  interesting  rather  than  upon  laborious  drudgery. 

The  most  elaborate  and  perhaps  the  first  entire  book  written  in  America  on 
schoolteaching  was  that  of  Christopher  Dock,  a  Mennonite  schoolmaster  in  Pennsyl¬ 
vania  during  the  mid-eighteenth  century.  He  described  at  length  how  he  taught  his 
children  at  different  age  and  ability  levels,  appealed  to  their  desire  for  praise  and 
avoidance  of  blame  rather  than  fear  of  the  rod,  and  in  general  tried  to  instill  a  common 
understanding,  sympathy,  and  mutual  love  between  pupil  and  teacher.  “Soft  peda¬ 
gogy”  is  at  least  200  years  old  and  deep  in  the  American  religious  and  educational 
tradition-but  not  as  old  nor  as  deep  as  the  harsher  puritanical  emphasis  upon  the  need 
for  unflagging  achievement. 

With  the  great  influx  of  children  into  the  common  schools  in  the  nineteenth 
century,  it  soon  became  clear  that  the  little  one-room  district  school  with  its  individual 
teaching  methods  for  a  wide  range  of  ages  could  no  longer  suffice.  Two  major  changes 
in  elementary  school  organization  were  made-the  development  of  the  class  method  of 
teaching  and  the  graded  system  of  grouping  children  by  age  levels. 

By  the  end  of  the  Civil  War  children  aged  six  to  ten  were  grouped  into  a  primary 
school  for  grades  one  through  four,  and  children  aged  ten  to  fourteen  in  a  grammar 
school  for  grades  five  through  eight.  The  development  of  the  graded  and  class  system 
was  doubtless  influenced  not  only  by  the  increased  number  of  children  but  also  by  the 
example  of  the  European  systems,  especially  the  German  and  French,  as  reported  by 
such  Americans  as  Horace  Mann,  Henry  Barnard,  Calvin  E.  Stowe,  and  John  Griscom. 
A  teacher  could  specialize  somewhat  by  teaching  only  one  grade  and  age  level  by  the 
class  method,  rather  than  teaching  the  whole  range  of  children  individually.  The 
graded  system,  first  receiving  attention  in  Boston  in  the  middle  of  the  century  through 
Superintendent  John  D.  Philbrick,  soon  spread  throughout  the  country.  Its  impact  was 
heavily  on  the  side  of  standardizing  education  rather  than  individualizing  it. 

Throughout  the  first  part  of  the  century  a  series  of  imports  from  Europe 
attempted  to  loosen  up  the  increasingly  unwieldy  system.  From  England  came  the 
Sunday  schools  and  the  infant  schools,  which  helped  to  spread  the  idea  that  formal 
educational  systems  had  a  responsibility  to  very  young  children  and  to  the  under¬ 
privileged.  The  monitorial  schools,  also  from  England,  helped  to  show  that  class 
instruction  could  not  only  be  reasonably  efficient  in  handling  large  numbers  of 
children  but  that  discipline  through  rewards  and  social  punishment  could  replace 
corporal  punishment. 

From  Germany  came  the  ideas  of  Pestalozzi  and  Froebel.  More  attention  was 
given  to  the  study  of  nature  and  concrete  objects;  the  practical  usefulness  of  geo¬ 
graphy,  drawing,  music,  home  economics,  and  industrial  arts  was  recognized;  and  a 
psychological  rather  than  a  strictly  logical  organization  of  subject  matter  like  that  of 
Wanen  Colburn’s  mental  arithmetic  in  1821  was  supposed  to  meet  the  learning  needs 
of  Individuals.  Friedrich  Froebel’s  kindergarten  tried  to  combine  moral  and  religious 
socialization  with  directive  play  and  group  activities  for  preschool  children.  Elizabeth 
Peabody  established  a  kindergarten  taught  in  English  in  Boston  in  the  1860s,  and 
Wiliam  T.  Harris  added  kindergartens  to  the  public  school  system  in  St.  Louis. 
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Among  the  other  foreign  influences  which  were  increasingly  learner-oriented  w^as 
the  increasing  attention  to  education  for  the  deaf,  blind,  crippled,  and  feeble-minded. 
After  a  visit  to  France  in  1816,  Thomas  H.  Gallaudet  helped  to  establish  a  school  for 
the  deaf  in  Hartford,  Conn,  in  1817,  and  state  schools  for  the  deaf  appeared  as  early  as 
the  1820s.  and  1830s.  Also  from  France  came  the  stimulus  to  education  for  the  bhnd, 
through  the  efforts  of  Dr.  Samuel  Gridley  Howe,  who  helped  to  establish  the  Perkins 
Institute  for  the  Blind  in  Boston  in  1832.  The  study  of  feeble-minded  children  was  a 
part  of  Edouard  Seguin’s  work  in  France  and  Gallaudet’s  work  in  the  United  States. 
The  first  state  institution  was  the  Massachusetts  School  for  Idiotic  and  Feeble-minded 
Youth  in  1851.  Private  schools  for  crippled  children  were  established  in  New  York  in 
the  1860s. 

In  the  regular  common  schools  the  introduction  of  drawing,  music,  and  physical 
education  was  intended  to  enliven  the  curriculum  beyond  pure  literacy,  piety,  and 
patriotism.  By  the  1860s  some  schools  in  Boston,  New  York,  Philadelphia,  and  cities  of 
the  West  were  beginning  to  include  drawing.  The  teaching  of  drawing  was  influenced 
on  one  hand  by  the  practical  interest  in  mechanical  drawing  for  its  uses  in  commerce 
and  industry  and  on  the  other  hand  by  the  psychological  desire  to  develop  children’s 
manual  and  physical  skills  along  Pestalozzian  fines  as  a  means  of  developing  their 
individual  capacities.  In  the  1830s  and  1840s  Lowell  Mason  wrote  instruction  manuals 
for  music  teachers  and  persuaded  the  Boston  public  schools  to  introduce  music  into 
the  system,  whence  the  idea  spread  to  other  cities.  Physical  education  in  the  form  of 
calisthenics,  exercises,  and  playground  activities  began  to  appear  in  schools  in  the 
1850s  and  1860s,  and  some  educators  became  interested  in  the  study  of  hygiene  and 
physiology  under  pressure  from  antialcohol  and  antitobacco  reformers. 

By  and  large  the  long-range  interest  in  a  learner-oriented  education  depended 
upon  the  rise  of  specialized  institutions  of  teacher  education.  So  long  as  children  were 
viewed  as  miniature  adults  who  simply  had  to  be  poured-or  hammered-into  the  adult 
mold  there  was  little  reason  to  study  the  child,  his  distinctive  characteristics,  his  stages 
of  development,  or  his  learning  processes.  When  discipline-mental,  moral,  or  intel- 
lectual-was  the  chief  end  of  education,  there  was  little  reason  beyond  efficiency  to  be 
concerned  with  classroom  management  or  pedagogical  methods.  When  religious  ortho¬ 
doxy  was  the  chief  qualification  for  a  teacher,  teaching  competence  could  easily  be 
measured  by  the  clergy  and  required  little  pedagogical  training. 

But  when  childhood  came  to  be  viewed  as  a  valued  period  in  the  total  lifespan  of 
human  development,  when  differing  individuals  began  to  be  viewed  as  warranting 
individual  study,  and  when  unprecedented  numbers  of  children  began  to  pour  into  the 
public  schools,  then  teacher  education  began  to  be  considered  a  worthwhile  field  of 
professional  study,  important  and  desirable  in  its  own  right.  To  be  sure,  the  pre¬ 
dominant  hold  of  the  ideal  of  discipline  and  the  preoccupation  of  the  several  dis- 
dplines  of  knowledge  with  their  own  substances  virtually  left  teacher  education  to 
those  concerned  with  elementary  education  and  younger  children.  Such  persons  were 
generally  on  the  low  end  of  the  academic  totem  pole.  So  teacher  training  was  widely 
ignored  or  neglected  in  the  regular  colleges  and  universities,  because  it  was  viewed  as 
fit  largely  for  the  teachers  of  small  children,  and  such  teachers  in  a  digunctive  system 
did  not  need  higher  education  themselves. 
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But  with  the  tremendous  expansion  in  publicly  supported  education  during  the 
nineteenth  century,  increased  provision  for  the  preparation  of  teachers  was  clearly 
necessary.  In  the  early  years  of  the  century  such  training  of  teachers  as  was  done  in  the 
liberal  arts  colleges  and  the  academies  gave  little  in  the  way  of  specific  attention  to  the 
task  of  teaching;  rather,  it  was  felt  that  knowledge  of  the  subject  matter  to  be  taught 
was  enough.  For  elementary  school  teaching,  the  qualifications  beyond  religious 
orthodoxy  and  good  moral  character  were  vague  and  informal. 

As  early  as  the  1820s,  however,  a  definite  movement  to  institute  specific 
preparation  for  teaching  gained  headway.  Borrowing  somewhat  from  French  and 
Prussian  examples,  a  few  normal  schools  were  established  to  prepare  teachers  for  work 
in  the  elementary  schools.  The  word  normal  came  from  the  French  word  meaning  a 
model  or  a  mle,  connoting  that  the  object  of  the  institution  was  to  provide  a  model 
for  the  way  teaching  should  be  conducted.  The  first  normal  schools  in  America,  such 
as  those  promoted  by  Samuel  R.  Hall  at  Concord,  Vt.,  in  1823  and  by  James  G.  Carter 
at  Lancaster,  Mass.,  in  1827,  were  private  institutions.  The  first  state  normal  school 
was  established  in  1839  at  Lexington,  Mass.,  at  the  instigation  of  Horace  Mann  and 
Charles  Brooks,  with  Cyrus  Peirce  as  principal.  By  1860  there  were  eleven  state  normal 
schools  in  eight  states. 

Since  most  of  the  early  normal  schools  admitted  students  directly  from  the 
elementary  grades,  they  were  really  secondary  level  institutions  with  the  courses  of 
study  varying  in  length,  two  years  being  the  most  common.  In  general,  the  curriculum 
was  devoted  to  study  and  mastery  of  the  elementary  school  subjects,  with  some 
additional  work  in  the  philosophy,  psychology,  and  history  of  education.  Nearly  all 
normal  schools  eventually  included  some  sort  of  observation  and  practice  teaching 
either  in  a  model  school  conducted  by  the  normal  school  or  in  the  public  schools.  In 
1851  Cyrus  Peirce  stated  the  learner-oriented  goals  of  the  early  normal  schools  as  well 
as  anyone  could: 

. . .  make  better  teachers;  teachers  who  would  understand,  and  do  their 
business  better;  teachers,  who  should  know  more  of  the  nature  of  children,  of 
youthful  developments,  more  of  the  subjects  to  be  taught,  and  more  of  the  true 
methods  of  teaching;  who  would  teach  more  philosophically,  more  in  harmony 
with  the  natural  development  of  the  young  mind,  with  a  truer  regard  to  the 
order  and  connection  in  which  the  different  branches  of  knowledge  should  be 
presented  to  it,  and,  of  course  more  successfully.^'* 

The  success  of  Prussian  and  French  state  systems  of  teacher  training  helped  to 
spur  the  American  states  to  develop  public  normal  schools.  The  report  of  Victor 
Cousin  on  the  Prussian  system  was  given  wide  currency  in  America,  along  with  the 
reports  of  such  Americans  as  Horace  Mann,  Henry  Barnard,  Calvin  Stowe,  Charles 
Brooks,  John  Griscom,  William  C.  Woodbridge,  and  Edward  Sheldon.  In  Oswego,  N.Y., 
Edward  Sheldon,  waxing  enthusiastic  about  the  educational  methods  of  Pestalozzi, 

Merle  L.  Borrowman  (ed.),  Teacher  Education  in  America,  a  Documentary  History,  Teachers 
College  Press,  New  York,  1964,  p.  65. 
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brought  some  Pestalozzian  trained  teachers  to  Oswego  in  the  1860s  to  help  his  staff 
improve  their  teaching.  When  Oswego  became  a  state  norm.al  school,  these  ideas  were 
taken  up  by  other  norma!  schools,  and  the  influence  began  to  spread  rapidly  m  the 
United  States.  Other  influential  normal  schools  were  the  Illinois  State  Normal” Univer¬ 
sity  at  Normal,  III.,  and  the  New  York  State  Normal  College  at  Albany.  A  few  liberal 
arts  colleges  began  to  give  lectures  on  the  art  of  teaching  and  pedagogy,  notably  New 
York  University  in  1832,  Brown  in  1850,  and  Michigan  in  1860. 

In  addition  to  the  notable  extension  of  preservice  training  for  teachers  in 
educational  institutions,  some  steps  were  taken  to  improve  the  quality  of  teaching 
through  in-service  training  for  teachers  already  on  the  job.  Teachers’  institutes  of  one 
or  two  to  five  or  six  weeks’  duration  were  started  by  Henry  Barnard  in  Connecticut  in 
1839.  The  idea  spread  rapidly  to  other  states.  Several  universities  began  to  give 
extension  courses  on  and  off  the  campus,  home-study  courses,  and  library  lectures. 

Periodicals  for  teachers  appeared  as  far  back  as  the  Academician  (1818),  William 
Russell’s  American  Journal  of  Education  (1826-1831),  and,  above  all,  Henry  Barnard’s 
American  Journal  of  Education  (1855-1881).  Textbooks  for  teachers  began  with 
Samuel  R.  Hall’s  Lectures  on  Schoolkeeping  (1829),  but  their  influence  was  rather 
slight  until  the  professors  of  education  at  the  end  of  the  century  began  to  publish 
books  on  a  wide  variety  of  topics.  Another  important  means  of  improving  the  status 
and  quality  of  the  teaching  profession  was  the  relatively  large  number  of  teachers’ 
organizations  that  sprang  up  in  the  nineteenth  century.  Among  the  more  important 
ones  were  the  American  Institute  of  Instruction  (1830),  consisting  mostly  of  New 
England  scholars  and  college  educators,  and  the  National  Teachers  Association  (1857), 
which  became  the  National  Education  Association  in  1870. 

Organized  education  of  youth  and  adults  outside  of  the  regularly  constituted 
school  and  university  systems  took  tremendous  strides  in  the  nineteenth-century 
United  States.  The  spread  of  knowledge  was  promoted  by  philanthropic  and  humani¬ 
tarian  agencies,  as  well  as  by  some  commercial  ventures.  These  organized  movements 
spread  through  all  social  classes  in  the  population,  including  the  laboring  classes  of  the 
cities  as  well  as  the  white-collar  and  professional  classes.  Mechanics’  institutes,  work¬ 
ingmen’s  and  merchants’  libraries,  and  lectures  for  industrial  and  commercial  workers 
imbued  thousands  of  ordinary  people  with  the  idea  that  knowledge  gave  power.  The 
Boston  Apprentices’  Library  was  formed  in  1820,  and  the  Boston  Mechanics’  Institute 
was  founded  in  1826.  In  1829  the  New  York  Apprentices’  Library  had  10,000 
volumes,  and  by  the  middle  of  the  century  it  was  serving  three-quarters  of  a  million 
working-class  people.  Mercantile  libraries  for  young  workers  in  business  offices  also 
became  very  popular  after  the  1820s.  Many  of  these  organizations  sponsored  lectures, 
discussions,  debates,  and  public  events  of  various  kinds.  Employers  and  philanthropi- 
cally  minded  members  of  the  wealthier  classes  also  promoted  adult  education  in  such 
widely  popular  forms  as  the  Lowell  Institute  in  Boston  (1836),  Cooper  Union  in  New 
York  City  (1859),  and  Peabody  Institute  in  Baltimore. 

On  a  larger  scale,  and  serving  the  rural  regions  as  well  as  the  urban  communities, 
the  lyceum  movement  served  as  one  of  the  most  important  agencies  for  adult 
education  in  the  mid-nineteenth  century.  First  organized  by  Josiah  Holbrook  in 
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Millbury,  Mass.,  in  1826,  the  lyceum  sponsored  lectures,  forums,  public  discussion, 
3nd  reading  material  on  all  kinds  of  scientific  and  social  subjects,  including  support  for 
the  public 'schools.  Beginning  as  local  discussion  groups,  the  lyceum  circuit  eventually 
commanded  the  services  of  some  of  the  best  speakers  and  orators  of  the  day.  By  1834 

some  3,000  communities  boasted  lyceums. 

In  sum,  the  widespread  availability  of  formal  educational  services  outside  as  well 
as  inside  the  schools  enormously  speeded  the  process  of  modernization  of  the  United 
States  in  the  middle  decades  of  the  nineteenth  century.  The  thirst  for  knowledge  was 
as  evident  in  rural  communities  as  in  urban.  The  proliferation  of  small  colleges  and  of 
normal  schools  in  innumerable  small  towns  gave  a  kind  of  access  to  advanced 
education  for  rural  classes  that  up  to  that  time  was  unparalleled.  They  contributed 
significantly  to  the  rural  transformation  of  America  that  preceded  and  then  accom¬ 
panied  industrial  urbanization.  The  normal  schools  provided  an  occupational  upward 
mobility  for  thousands  of  rural  young  people  and  helped  to  make  rural  life  a  more 
satisfying  mode  of  existence  for  an  educated  person  than  was  commonly  the  case  in 
countries  where  the  magnet  of  the  major  cities  was  irresistible  to  anyone  with  a  literate 
education.  Many  of  the  developing  nations  of  the  world  were  struggling  with  just  this 
problem  in  the  second  half  of  the  twentieth  century. 


CHAPTER  XIII 


THE  AMERICAN  FAITH 
IN  MASSIVE 
EDUCATIONAL 
ENDEAVOR 

(1860s  A.D -THE  PRESENT) 


In  the  prior  chapters  we  have  viewed  the  hundred  years  ^ce  I860  or  1870  as  a 
period  in  which  education  in  the  heartland  nations  of  the  West  became  more  popular, 
more  secular  and  scientific,  more  practical  and  professional,  more  differentiated  and 
specialized,  and  more  achievement-oriented  as  well  as  more  learner-oriented.  These 
characteristics  also  became  a  model  for  educational  development,  in  greater  or  lesser 
de<nee.  for  the  less  modern  Western  societies  and  for  many  traditional  non-Westem 
societies,  either  through  their  own  efforts  or  perforce  through  external  pressure  or 
control  Of  course,  the  modernizing  tendencies  were  opposed,  obstructed,  or  delayed 
in  various  degrees,  but  the  tendency  to  emulate  them  was  so  widespread  and  so  rapid 
that  the  century  may  very  weU  be  caUed  the  dispersive  as  weU  as  the  florescent  penod 
of  modem  Western  education. 

Because  of  the  speed  with  which  educational  modernization  m  the  Umted  Mates 
overtook  the  momentum  of  France,  Britain  and  Germany  in  the  course  of  the  century 
the  United  States  also  began  to  set  the  pace  for  the  West  in  the  social  power  o 
or<ranized  knowledge  and  research,  mass  participation  in  the  pohtical  process,  mdus- 
trial  urbanization  and  technology,  and  the  vitality  of  pluralistic  religious  association. 

But  not  without  great  travail  and  dislocation. 

In  its  efforts  to  achieve  a  large-scale  system  of  popular  education  that  was 
effectively  universal,  comprehensive,  free,  and  compulsory  the  United  States  was  beset 
by  four  interrelated,  persistent,  and  inflammatory  issues:  the  tension  between  federal 
and  state  powers  in  education,  the  conflict  between  the  public  and  the  pnvate  interest 
in  education,  the  role  of  religion  in  education,  and  the  gap  between  the  practices  of 
segregation  and  the  ideals  of  equal  educational  opportunity  for  minonty  racml,  and 
ethnic  groups,  especially  of  blacks.  Each  of  these  conflicts  tore  at  the  fabric  of 
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national  unity  and  delayed  the  process  of  achieving  modernity  in  education.  None 
stayed  completely  resolved;  what  seemed  to  be  fairly  well  settled  at  one  time  could 

burst  into  angry  conflict  at  another  time. 

As  the  century  wore  on  it  became  clear,  too,  how  interrelated  were  the  four 
problems  ^  What  was  being  fought  out  in  one  arena  had  serious  repercussions  in 
another  sometimes  threatening  the  very  existence  of  the  political  and  social  order.  But 
the  genial  trends  of  a  hundred  years  were  clear.  Enough  of  a  settlement  was  reached 
in  each  arena  to  mark  the  century  as  one  of  overall  educational  modernization. 


A.  THE  ACCELERATION  OF  LARGE-SCALE  POPULAR  EDUCATION 

Whereas  the  ideal  of  the  first  century  of  the  American  republic  had  been  to  provide 
some  education  for  all  white  children  and  much  education  for  a  few,  the  democratic 
goal  for  the  second  century  of  the  republic  was,  quite  simply,  more  education  for 
more  people.  The  inarch  to  the  schools  came  faster,  the  hnes  stretched  longer,  and  the 
students  grew  older.  In  general  quantitative  terms,  modern  education  in  the  United 
States  came  to  mean  elementary  education  for  all,  secondary  education  for  the  vast 
majority,  and  higher  education  for  a  rapidly  expanding  number  (reaching  toward  a 
small  majority). 

The  American  statistics  for  elementary  education  are  relatively  easy.  WeU  over 
half  the  children  age  six  to  thirteen  were  attending  elementary  schools  in  1870, 
three-fourths  in  1900,  and  99  percent  in  1970.  Virtual  universal  elementary  school 
attendance  was  achieved.  The  literacy  figures  correspond.  In  1870  the  literacy  of  all 
persons  over  age  ten  was  80  percent;  by  1900  it  was  90  percent;  by  1940  it  was  97 
percent  where  it  has  hovered  ever  since.  What  the  functional  literacy  may  be  is,  of 
course,  another  question,  for  it  is  clear  that  simply  writing  one’s  name  and  reading  a 
few  sentences  from  a  graded  reader  does  not  qualify  a  person  for  effective  functioning 
in  a  highly  modernized  society.  As  recently  as  1945,  30  percent  of  the  jobs  in  the 
labor  force  were  classified  as  unskilled,  presumably  requiring  only  minimal  literacy. 
But  by  1970  the  proportion  of  unskilled  workers  had  dropped  to  15  percent  and  the 
estimate  was  that  by  1975  it  would  be  as  low  as  5  percent. 

More  than  simple  or  inert  Hteracy  is  required  of  those  in  skilled  jobs,  to  say 
nothing  of  all  the  other  social,  political,  and  cultural  necessities  of  modern  society. 
Special  handicaps  accrue  to  those  whose  access  to  education  has  been  limited  by  racial 
segregation  or  ethnic  discrimination.  For  example,  white  hteracy  in  the  United  States 
is  over  98  percent  whereas  nonwhite  literacy  is  less  than  90  percent.  A  large  propor¬ 
tion  of  nonwhites  are  thus  still  handicapped  in  achieving  skilled  jobs,  even  if  racial 
prejudice  were  not  a  factor  in  employment.  And  when  unskilled  jobs  virtually 
disappear,  literacy  becomes  the  sheerest  minimum  essential  for  employment  in  a 
modern  society. 

The  march  to  the  secondary  schools  has  been  even  more  remarkable.  The 
numbers  virtually  doubled  during  each  decade  in  the  early  twentieth  century  from 

^See  R.  Freeman  Butts,  “States’  Rights  and  Education,”  Teachers  College  Record,  vol.  58,  no.  4, 
pp.  189-197,  January  1957. 
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about  500,000  in  1900  to  1,000,000  in  1910,2,500,000  in  1920,  nearly  5.000,000  in 
1930,  and  about  7,000,000  in  1940.  After  a  decline  in  the  1940s.  the  numbers 
increased  spectacularly  from  the  1950s  until  they  reached  around  14,000.000  in 
1970.  In  1890  less  than  7  percent  of  children  age  fourteen  to  seventeen  attended  a 
secondary  school  (grades  nine  to  twelve).  By  1930  tills  percentage  had  jumped  to  more 
than  50  percent;  by  1940  to  nearly  75  percent:  and  (after  a  decline  in  the  1940s)  had 
climbed  to  some  94  percent  by  1970.  This  comes  close  to  universal  secondary 
education,  sometliing  not  dreamed  of  by  the  republican  leaders  of  the  first  century  of 
American  nationhood,  nor  by  modernizing  leaders  of  most  nations  of  the  world  until 
very  recently. 

Another  way  to  put  the  point  Is  that  by  the  late  1960s  the  median  number  of 
years  of  schooling  completed  by  all  Americans  over  age  twenty-five  was  twelve.  This 
means,  of  course,  that  half  of  American  adults  had  more  than  a  secondary  school 
education.  Again,  the  educational  disadvantage  of  nonwhites  is  revealed  by  the  fact 
that  their  median  years  of  schooling  is  nearly  three  years  less  than  that  of  the  total 
population.  But  the  march  through  secondary  school  and  on  to  college  m.ay  be  even 
more  remarkable  in  the  long  run.  In  1870  it  was  estimated  that  2  percent  of  the 
seventeen-year-old  population  graduated  from  high  school.  Tliis  percentage  would  not 
be  enormously  different  from  that  of  other  modern  countries,  and  it  rose  only 
gradually  for  several  decades.  But  nearly  30  percent  of  seventeen-year-olds  were 
completing  secondary  school  by  1930;  50  percent  by  1940;  60  percent  by  1950;  and 
75  percent  by  1970. 

With  94  percent  of  Mgh-school-age  youth  actually  in  high  school  and  with  75 
percent  graduating,  it  is  not  surprising  that  the  numbers  going  on  to  postsecondary 
education  would  also  increase.  By  1950  about  30  percent  of  high  school  graduates 
were  going  on  to  college;  by  the  1 970s  it  was  50  percent,  and  the  projections  were  that 
it  would  continue  to  increase.  Frank  H.  Bowles  has  pointed  out  that  in  1900  when  1 1 
percent  of  the  high  school  age  group  was  in  high  school  about  4  percent  of  the  college 
age  group  was  in  college.^  Twenty-five  years  later,  in  only  one  generation,  the 
percentage  of  college  age  youth  actually  in  college  had  risen  to  1 1  percent  and  the  high 
school  percentage  to  50  percent.  Then  another  generation  later  90  percent  of  the  high 
school  age  group  was  in  high  school,  and  50  percent  of  the  college  age  group  in  college. 
So  he  projects  that  another  generation  will  see  a  very  high  percentage  (if  not  90 
percent)  of  college  age  youth  actually  in  college.  Whether  the  drastic  unrest  that 
affected  higher  education  during  the  1960s  will  modify  the  projection  or  not,  the 
generalization  as  it  applies  to  long-range  modernization  is  extremely  suggestive.  In 
1900  the  educational  requirement  for  general  admission  to  adult  life  in  modernizing 
America  was  completion  of  an  elementary-school  education;  in  19o0  it  was  comple¬ 
tion  of  a  secondary-school  education;  around  1985  it  will  be  completion  of  four  years 
of  higher  education. 

Such  a  development  of  more  education  for  more  people  has  not  struck  many 
observers  of  the  American  scene  as  particularly  desirable,  but  it  is  an  essential 
characteristic  of  modernity,  a  trend  that  is  taking  place  and  will  take  place  no  matter 

^Frank  H.  Bowles  and  Charles  M.  Holloway,  “The  Coming  Age  of  College^  American  Association 
of  University  Professors  Bulletin,  vol.  46,  no.  3,  pp.  271-276,  September  I960. 
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u  1  it  is  aareed  to  if  the  modernization  process  itself  takes  place.  Of 

how  reluctantly  ^  countries  about  gradually 

of  Fre^nch  youth  stayed  in  school  until  age  seventeen  and  15  percent  to  age  eighteen 
•  *4  tn  show  that  this  would  increase  by  1975  to  50  percent  of 

EvTntiT-year-olds  and  35  percent  of  eighteen-year-olds.^  This  puts  France  roughly 
ZlTlvl  years  behind  the  United  States  on  this  one  factor  of  age  m  school  (not 
cSrg  how  much  or  what  is  learned  in  those  years)  Perhaps  no  conclusions  can 
be  dram  from  such  facts  as  to  the  speed  or  tiirdng  of  modermzation  m  the  two 
c^untS  but  the  point  is  that  the  general  direction  is  the  same  wherever  moderniza¬ 
tion  is  takig  place.^  The  upward  pressure  from  universal  elementary  education  will  be 
extremely  difficult  to  stop  or  to  reverse,  once  the  process  has  begun.  It  may  be 
dSSS  by  all  sorts  of  pohtical  and  economic  and  social  measures,  but  the  pressure  for 
educational  expansion  as  an  integral  condition  of  modernization  has  been  aU  but 

™Sw  the  United  States  came  to  achieve  large-scale  popular  education  without 
the  nroding  of  a  centrahzed  government  or  a  centrahzed  educational  authonty  is  a 
diffiLlt  matter  for  modernization  theory  to  answer.  A  clue  perhaps  is  found  in  Samuel 
P  Huntington’s  analysis  of  pohtical  modernization  in  which  he  compares  the  con¬ 
tinental  European,  British,  and  American  experiences.  In  two  aspects  of  politicd 
modernization  the  United  States  lagged  behind  Europe:  (1)  the  nationahzmg  o 
authority  into  a  single,  centrahzed,  national  pohty  and  (2)  the  differentiation  ot 
pohStmctures  to  correspond  to  new  speciahzed  functions  in  such  way  as  to  ^ve 
Lpremacy  to  the  legislative  functions  of  the  law-making  body  without  senous  chal¬ 
lenge  from  judicial  review  of  the  courts  or  an  independent  executive. 

“  But  hi  a  third  characteristic  of  pohtical  modernization,  the  Umted  States  ed 
Europe  that  is,  the  rapid  broadening  of  pohtical  participation  to  most  of  he 
See  Because  of  the  relative  absence  of  violent  social  conflict,  P«va^ 
Ltional  war,  and  a  feudal  legacy  of  rigid  social  and  property  classification,  the  Umted 
States  did  not  need  to  create  a  strong  centrahzed  government  to  msbtute  social  reform 
TI  ZZ.  Thus,  the  Americans  were  able  to  modernize  their  society  throt^ 
diffuse  and  local  governmental  agencies  while  maintaimng  for  a 
the  traditional  forms  of  government  they  had  transported  to  the  New  World,  with  the 

invention  of  federahsm  as  the  chief  pohtical  innovation. 

In  sum,  federal  participation  in  educational  control  and  support  was  slow  md 
late  in  coming,  but  kigeocale  publk  control  and  support  ™te  actered  ptncip* 
through  widespread  state  and  local  efforts.  The  mass  participation  of  citizens  m 

^Edmund  J.  King,  Other  Schools  and  Ours;  a  Comparative  Study  for  Today,  Holt,  New  York, 

“^See,  for  example,  the  comparative  figures  for  the  countries  of  the  in^wrS 

the  chapter  by  PhiUp  J.  Idenburg,  “Einope-In  Search  of  New  Forms  of  Educ^i<^ 

Z.  F.  Bereday  (ed.),  Essays  on  World  Education:  the  Crisis  of  Supply  and  uemana. 
University  Press,  New  York,  1969,  pp.  277-296.  i  i «  nn 

®  Samuel  P  Huntington,  “Political  Modernization:  America  vs.  Europe,” 

3?^.  l78-4lT^rU  1966;  and  Political  Order  in  Changing  Societies.  Yale  University  Press,  New 

Haven,  Conn.,  1968,  cliap.  2. 
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American  public  educational  affairs  has  always  bewildered  Europeans  accustomed  to 
centralized  authority  in  education.  The  United  States  was  able  to  modernize  its 
education  from  below,  because  the  incentive  to  produce  education  on  a  large  scale  was 
widely  dispersed  throughout  the  population  who  saw  its  value  for  economic,  social, 
political,  and  cultural  advancement.  No  matter  how  widely  this  incentive  was  spread, 
the  major  motivating  force,  in  education  as  well  as  in  society  in  general,  came  from  the 
middle  classes.^ 

Despite  the  enormous  expansion  in  educational  attendance  throughout  the 
system,  drastic  inequalities  continued  to  exist  in  the  quality  and  amount  of  education 
available  to  various  groups  in  the  population.  The  more  highly  industrialized  and  richer 
states  spent  more  on  education  and  thus  provided  better  opportunities  for  their 
citizens.  By  1970  several  states  were  spending  only  one-half  to  one-third  as  much  per 
pupil  as  other  states  were  spending.  The  poorer  states,  mostly  in  the  South,  had  to 
exert  greater  effort  than  the  richer  states  even  to  maintain  this  relationship. 

It  was  clear,  too,  that,  within  the  states,  the  urban  and  industrial  areas  were 
more  advantageously  situated  than  the  rural  and  farming  regions.  So  long  as  local  units 
provided  the  bulk  of  school  support,  those  units  with  greater  population  and  greater 
wealth  could  spend  more  money  on  their  schools.  likewise,  great  inequalities  existed 
in  the  provision  of  educational  opportunities  for  black  and  other  minority  children  as 
compared  with  white  children;  in  the  southern  states  the  average  expenditure  per  black 
child  was  about  one-fourth  to  one-haif  what  it  was  for  each  white  child.  Thus,  in 
general,  the  inequality  was  enormous,  either  because  some  communities  simply  did  not 
have  enough  money  to  provide  decent  education,  or  because  they  did  not  wish  to 
spend  equal  amounts  for  all  groups  in  the  population,  or  both. 

Attempts  to  equalize  these  discrepancies  took  several  forms.  Within  the  states, 
equalization  funds  were  set  up  to  distribute  state  aid  to  the  local  communities  on  a 
basis  that  would  help  the  poorer  districts.  Forward-looking  states  adopted  the  general 
principle  that  the  entire  wealth  of  the  state  should  be  tapped  to  serve  the  entire 
population  of  the  state.  Various  kinds  of  formulas  were  developed  to  give  state  aid  to 
communities  on  the  basis  of  their  need  and  ability  to  raise  funds  for  schools,  the 
number  of  children  to  be  educated,  and  their  wiEngness  to  tax  themselves  as  fully  as 
possible  for  the  support  of  schools. 

likewise,  many  states  set  out  to  consolidate  local  rural  school  districts  into 
larger  units  in  order  to  provide  more  efficient  schools  at  less  cost.  By  pooling  their 
resources  on  a  county  basis,  local  districts  could  provide  fewer  but  better  schools, 
served  by  school  buses  and  manned  by  better-paid  and  better-trained  teachers.  The 
consolidation  movement  met  vigorous  opposition  from  many  enthusiasts  for  local  and 
decentralized  control,  who  feared  that  the  county  or  state  would  usurp  their  rights, 
but  the  trend  toward  consolidation  made  steady  headway  despite  continuing  opposi¬ 
tion.  By  the  middle  decades  of  the  twentieth  century  100,000  school  districts  had 
been  consolidated  into  less  than  18,000. 

In  general  the  states  were  wiEng,  even  eager,  to  receive  financial  aid  from  the 


^See,  for  example,  Henry  J.  Perkinson,  The  Imperfect  Panacea:  American  Faith  in  Education, 
1865-1965,  R^dom  House,  New  York,  1968. 
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federal  government,  but  they  were  not  willing  to  have  the  federal  government  extend 
its  control  over  the  state  systems  of  education  .'Several  bills  were  introduced  into 
Congress  in  the  1870s  and  1880s  proposing  direct  federal  support  for  general  educa¬ 
tion  but  they  were  never  enacted  into  law.  It  was  recognized,  however,  that  the 
federal  government  should  have  a  share  in  the  field  of  national  education  in  some 
measure!  Consequently,  a  federal  Department  of  Education  was  established  in  1867. 
Fearing  that  such  a  department  might  get  out  of  hand,  several  states  raised  such  strong 
objections  that  the  separate  department  was  transformed  into  an  Office  of  Education 
within  the  Department  of  Interior.  In  1870  it  became  the  Bureau  of  Education. 
Despite  its  change  in  name,  its  function  remained  primarily  that  of  collecting  informa¬ 
tion  and  statistical  data,  conducting  research,  and  disseminating  information  concern¬ 
ing  the  status  and  progess  of  American  education.  At  a  time  when  France  and 
Germany  were  building  strong  national  systems  of  education,  the  United  States  was 
unwilling  to  take  steps  that  would  put  very  much  control  in  the  hands  of  the  national 
government.  For  100  years  the  Office  of  Education  was  a  poor  stepchild  in  the  federal 
Lreaucracy.  The  forces  of  decentralization  prevented  educational  modernization  in 
the  national  government  until  well  into  the  twentieth  century. 

It  became  clear,  however,  especially  during  the  depression  of  the  early  1930s, 
that  genuine  equaUty  could  not  be  achieved  for  all  American  children  unless  the 
federal  government  entered  the  field  of  school  support  in  a  substantial  way.  The  real 
stumbling  block  was  the  determination  of  the  Roman  Catholic  Church  to  oppose 
federal  aid  unless  it  included  their  parochial  schools.  Curiously  enough,  the  role  of  the 
two  major  political  parties  has  reversed  since  the  nineteenth  century.  Whereas  it  was 
the  antislavery  Republicans  who  had  sponsored  federal-aid  bills  in  the  1870s  and  the 
1880s,  it  was  the  pro-welfare  Democrats  who  favored  federal  aid  to  education  in  the 
1940s  and  1950s. 

More  and  more  groups  were  coming  to  realize  the  need  for  federal  funds,  but 
many  continued  to  fear  federal  control.  Southern  whites  opposed  any  bill  that  would 
provide  for  equal  distribution  of  funds  to  Negro  schools.  Most  Protestant  and  Jews 
opposed  any  bill  that  would  give  federal  aid  to  Catholic  parochial  schools  as  well  as  to 
public  schools.  Roman  Catholics  opposed  any  federal-aid  bill  that  ruled  out  support 
for  private  and  parochial  schools.  Taxpayers’  alliances  and  economy  groups  opposed 
all  federal  aid  of  any  kind.  With  these  groups  pulling  and  hauling  in  different 
directions,  the  problem  became  ever  more  acute. 

Despite  the  fact  that  no  bill  for  general  federal  aid  to  education  had  been  passed 
by  mid-century,  the  federal  government  was  spending  some  3.5  billion  dollars  a  year 
by  1950.  This  reflected  the  accumulations  over  six  or  seven  decades  of  piecemeal 
response  by  Congress  to  special  demands  rather  than  to  carefully  planned  and  inte¬ 
grated  programs.  Only  a  few  of  the  outstanding  developments  can  be  mentioned  here. 

In  general,  the  key  was  specialized  support  for  particular  categories  of  practical, 
vocational,  and  professional  education.  A  few  examples  are  the  Hatch  Act  (1887)  for 
agricultural  research,  the  Smith-Lever  Act  (1914)  for  agricultural  extension  services, 
and  the  Smith-Hughes  Act  (1917)  for  training  secondary  school  teachers  of  vocational 
subjects.  The  New  Deal  added  the  category  of  relief  for  depression-affected  persons 
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and  aid  for  vocational  training  under  such  programs  as  the  Chilian  Consemtion  Corps 
(1933),  the  National  Youth  Administration  (1935),  the  Works  Project  Administration, 
and  the  Public  Works  Administration.  Then  the  emergency  of  World  War  I!  and 
postwar  national  defense  became  key  categories  including  war  training  programs  in 
technical  skills,  G.  I.  Bill  educational  benefits  for  returning  servicemen,  national 
defense  research  in  the  sciences  and  technolog/%  aid  to  local  school  districts  affected 
by  war  industries,  and  the  National  Defense  Education  Act  of  1958  to  aid  studies 
critical  for  national  welfare. 

Though  the  cold  war  motivation  was  foremost  inthe  minds  of  congressmen  when 
they  passed  the  National  Defense  Education  Act  to  provide  scholarships,  loans,  and 
grants  for  mathematics,  science,  and  foreign  languages,  audio-visual  aids,  and  guidance 
and  testing  services  to  identify  talented  youth,  the  academic  community  accepted  the 
program  because  it  gave  further  indication  that  education  was  becoming  a  high  priority 
in  federal  policy.  Later  on,  assistance  was  rendered  to  humanistic  and  social  science 
fields  of  study  as  well  as  to  the  sciences  and  mathematics.  The  promotion  of  scholarly 
study  of  the  languages,  history,  and  cultures  of  major  areas  of  the  world  little  known 
to  Americans  was  of  great  significance  in  correcting  the  pervasive  provincial  emphasis 
on  Europe  and  the  United  States  that  dominated  most  curriculums  of  colleges  and 
universities.  Non-Western  studies  were  ^ven  an  indispensable  boost.  But  NDEA  only 
paved  the  way  for  further  support  that  did  not  need  to  come  wholly  under  the 
umbrella  of  national  defense.  Increasing  appropriations  for  other  special  purposes  in 
higher  education,  especially  through  research,  traineeships,  and  fellowships,  and  the 
construction  of  new  buildings  were  solidified  in  the  Higher  Education  Act  of  1965. 
Within  a  year  the  annual  grants  were  amounting  to  2.5  billion  dollars. 

Finally  came  the  most  important  new  piece  of  federal  legislation  in  the  field  of 
education  since  the  Morrill  Act  of  1862.  The  Elementary  and  Secondary  Education 
Act  of  1965  was  a  brilliant  piece  of  political  legislation  that  was  able  to  overcome  the 
long-standing  road  blocks  that  had  stood  in  the  way  of  federal  aid  for  genera! 
educational  support  for  nearly  100  years.  Key  personalities  in  the  achievement  were 
Francis  Keppel,  who  had  been  brought  from  the  deanship  of  Harvard  University’s 
School  of  Education  to  be  Commissioner  of  Education,  and  President  Lyndon  B. 
Johnson  w^hose  strong  support  for  the  bill  did  indeed  justify  his  oft-stated  desire  to 
become  known  as  America’s  ‘‘education  president.” 

The  bill  turned  out  to  have  something  for  most  interested  parties.  It  recognized 
the  growing  need  to  give  special  attention  to  the  poor  of  the  urban  ghettos  and  the 
rural  slums;  this  meant  special  attention  to  blacks,  Puerto  Ricans,  Mexican- Americans, 
and  other  minority  ethnic  groups.  So  Title  I  provided  funds  to  states  and  localities  to 
improve  schooling  for  educationally  deprived  children  (five-sixths  of  the  total)  using  a 
quantitative  formula  based  upon  child  population,  family  poverty,  and  need  of  the 
local  district  for  funds.  In  this  way  most  of  the  18,000  school  districts  in  the  United 
States  were  entitled  to  some  aid. 

The  bill  also  recognized  the  need  to  provide  something  for  parochial  schools,  so 
Title  n  made  it  possible  for  school  library  resources,  textbooks,  and  other  instruc¬ 
tional  materials  to  go  to  private  as  well  as  to  public  schools,  with  the  caveat  that  no 
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such  aids  should  be  used  for  reUgious  instruction  and  aU  aids  continue  to  be  owned  by 
public  authorities.  The  child  benefit  theory  had  won  the  day  over  heated  opposition. 

By  this  time  most  people  were  ready  to  gloss  over  the  question  of  separation  of  church 
and  state  which  had  agitated  Americans  for  some  300  years  in  order  to  get  the  benefits 
of  massive  federal  support  for  education.  This  issue  was  not  finally  decided  by  any 
means,  but  a  major  breakthrough  was  made  from  which  there  would  be  greater  and 
greater  difficulty  in  turning  back. 

Innovation  had  become  a  byword  among  critics  of  educational  practices  in  the 
public  schools,  so  Title  III  enabled  the  federal  government  to  establish  “supplementary 
educational  centers  and  services”  that  would  enable  ambitious  school  systems  that 
wanted  to  try  new  practices  to  bypass  the  established  state  and  university  systems. 
Title  IV  provided  federal  funds  to  support  educational  research,  demonstration,  and 
training  by  Universities,  by  private  profit-making  research  organizations,  and  by  indi¬ 
viduals.  Again  these  research  and  development  centers  and  demonstration  laboratories 
were  viewed  as  ways  to  go  around  the  established  state  organizations  and  educational 
institutions.  To  mollify  the  states  somewhat.  Title  V  gave  them  funds  to  strengthen 
their  departments  of  education. 

AH  through  the  bill  were  provisions  that  no  federal  official  could  exercise  control 
over  the  educational  program.  What  this  meant  when  federal  officials  could  decide 
what  grants  to  make  and  what  not  to  make  in  Titles  III,  IV ,  and  V,  and  when  religious 
schools  could  receive  federal  funds  directly  from  the  Office  of  Education  even  if  state 
policy  prohibited  the  use  of  such  state  funds  for  such  purposes,  was  a  fine  distinction 
that  could  make  a  great  difference.  As  so  often  happened,  the  process  of  moderniza¬ 
tion  was  promoted  at  the  cost  of  compromise  with  traditional  forces.  Centralization 
and  science  were  promoted  at  the  risk  of  slowing  down  secularization. 

Despite  the  objections  to  the  passage  of  the  biU  and  the  ambiguities  raised  by  its 
administration,  the  decade  of  the  1960s  can  be  viewed  as  a  significant  watershed  in  the 
history  of  American  education.  In  a  word,  the  United  States  was  modernizing  its 
federal  role  in  national  education.  A  century  after  the  federal  government  enunciated 
the  principle  in  the  Morrill  Act  that  the  government  should  promote  national  develop¬ 
ment  through  aid  to  higher  education,  and  a  century  after  it  estabUshed  a  fairly  forlorn 
shadow  of  what  other  governments  had  built  into  their  national  ministries  of  education, 
the  United  States  finally  enunciated  the-  practice,  if  not  the  principle,  that  the  national 
welfare  depended  upon  massive  support  from  the  federal  government.  Within  a  decade 
the  federal  support  to  education  jumped  to  10  billion  dollars  a  year,  not  much  when 
compared  with  other  agencies  of  the  federal  government,  but  massive  when  compared 
with  the  relatively  few  miHions  spent  prior  to  the  1960s.  So  a  bill  that  started  out  to 
provide  something  for  aU  interested  groups  may  be  looked  back  upon  as  a  symbol  that 
the  United  States  government  was  not  only  belatedly  modernizing  its  education  by 
centrahzing  support,  but  perhpas  as  a  sign  of  the  opening  of  the  postmodern  era  when 
basic  research  and  applied  knowledge  in  the  educational  field  would  become  one  of 
the  most  powerful  formative  elements  in  the  creation  and  very  survival  of  a  worldwide 
civilization. 
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B.  THE  UNEASY  COEXISTENCE  OF  PUBLIC 
AND  PRIVATE  EDUCATION 

The  American  system  of  education  has  included  both  public  and  private  schools,  but, 
as  in  other  nations,  the  paths  of  the  public  and  the  private  interest  in  education  have 
often  crossed  and  tangled.  The  going  is  especialy  rough  in  a  society  that  decides  to 
welcome  religious  and  cultural  diversity  and  yet  is  determined  to  build  a  unified 
nation.  Thus,  in  the  decades  of  the  late  nineteenth  and  early  twentieth  centuries  the 
United  States  went  through  what  so  many  of  the  new  nations  of  Asia  and  Africa  are 
now  going  through  on  their  roads  to  modernization— the  crises  of  identity  and  of 
legitimacy.  The  new  Americans,  made  up  of  many  different  ethnic,  linguistic,  religious, 
and  cultural  stocks,  had  to  achieve  a  common  sense  of  identity,  to  come  to  feel  that 
they  belonged  to  their  new  homeland,  and  somehow  to  reconcile  the  tugs  of  their 
traditional  roots  against  the  pull  of  the  new.  In  this  process  the  building  of  a  public 
school  system  was  deeply  involved. 

In  the  centur>^  of  heavy  immigration  prior  to  the  i920s  some  35  million  people 
came  to  America.  During  the  first  half  of  that  century  the  vast  majority  of  immigrants 
had  come  from  northern  Europe;  in  the  second  half  of  the  century,  especially  after  the 
i880s,  two-tMrds  of  the  immigrants  were  from  southern  and  eastern  Europe,  from 
Italy,  Austria-Hungary,  Russia,  Poland,  a  very  large  proportion  being  Roman  Catholic 
or  Jewish  in  faith  and  most  crowding  into  the  urban  centers.  The  foreign-born 
population  of  large  cities  came  to  be  30  to  40  or  even  50  percent  of  the  total.  Some  of 
these  groups  established  their  own  private  schools  in  the  effort  to  preserve  their 
traditional  religious  and  ethnic  ways  of  life  in  the  face  of  the  modernizing  secularism 
of  the  new  land.  Others  turned  avidly  to  the  public  schools  in  the  hope  that  free 
education  would  open  doors  of  opportunity  that  had  been  so  firmly  closed  against 
them  in  the  old  country. 

In  general  the  public  schools  set  out  to  acculturate  the  immigrant,  often 
lower-class  and  rural  in  background,  to  the  standards  of  middle-class  America.  This  is 
what  masses  of  younger  immigrants  sought,  and  what  many  older  immigrants  feared  or 
resented.  The  generation  gap  between  first,  second,  and  third  generations  of  immi¬ 
grants  was  traumatic  indeed.  And  relations  with  the  “natives”  were  not  easy,  some¬ 
times  bitterly  hostile.  As  “native”  Protestants  felt  their  way  of  life  challenged  by 
Roman  Catholics  and  Jews,  they  often  turned  upon  them  as  undemoCTatic  and 
un-American. 

In  the  early  part  of  the  twentieth  century  the  flood  of  immigration  from  Europe 
reached  its  peak.  In  1930  the  proportion  of  first-  or  second-generation  citizens  of 
foreign  birth  was  very  high;  some  12  percent  of  the  total  population  was  foreign-bom, 
and  another  20  percent  had  foreign-born  or  mixed  parents.  In  addition,  some  10 
percent  of  Americans  were  black.  Therefore,  substantially  less  than  60  percent  of 
Americans  were  native  white  persons  with  native-born  parents.  The  United  States  was 
truly  a  mixture  of  nearly  all  the  nationalities  of  the  world;  but,  despite  the  ideal  of 
welcome  to  al  peoples,  Americans  still  consciously  or  unconsciously  fostered  group 
prejudices  against  the  more  recent  immigrant  groups. 
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It  was  in  this  setting  of  pulling  and  hauling  between  the  values  of  a  common 
national  identity,  crudely  called  Americanization,  and  the  values  of  a  cultural  plural¬ 
ism  based  upon  religious  and  ethnic  diversity  that  the  relations  between  public  and 
private  education  were  hammered  out.  In  the  chauvinistic  and  nativist  outbursts 
preceding  and  following  World  War  I,  many  efforts  were  made  to  restrict  and  even 
abolish  the  schools  being  run  by  religious,  ethnic,  and  private  groups.  This  was  often 
undertaken  by  indirection.  For  example,  between  1917  and  1921  more  than  thirty 
states  required  that  the  medium  of  instruction  in  the  public  schools  should  be  the 
English  language.  This  was  clearly  aimed  at  parochial  and  immigrant  schools  being 
conducted  in  foreign  languages. 

Thereupon  began  a  process  by  which  the  constitutional  provisions  in  the  Bill  of 
Rights  were  interpreted  to  mean  th&t  natioml  policies  should  take  precedence  over  the 
powers  of  the  states  in  the  field  of  education.  This  was  a  fundamental  transformation 
looking  to  the  modernizing  of  American  education:  the  strengthening  of  centralization 
in  the  federal  government,  and  a  limitation  upon  the  particularist  powers  of  the  states 
in  the  field  of  education.  The  first  controversies  in  the  transforming  process  arose  over 
the  relative  rights  of  public  and  private  schools  in  the  1920s;  then  they  arose  over  the 
religious  question  in  the  1940s;  and  finally  in  the  1950s  they  centered  around 
segregated  education  for  blacks.  In  all  three  issues  the  Fourteenth  Amendment  of  the 
Constitution  was  involved-no  state  shall  “deprive  any  person  of  life,  liberty,  or 
property,  without  due  process  of  law;  nor  deny  to  any  person  within  its  jurisdiction 
the  equal  protection  of  the  laws.” 

In  1925,  the  Supreme  Court  struck  down  a  law  passed  by  the  state  of  Oregon  in 
1922  requiring  that  all  children  between  the  age  of  eight  and  sixteen  must  not  only 
attend  school,  but  they  must  attend  a  public  school.  The  proponents  of  this  law 
echoed  the  arguments  made  for  the  common  schools  a  century  earlier.  aU  children 
needed  a  common  education  for  citizenship,  and  immigrant  children  could  best  be 
given  this  instruction  when  all  classes  and  creeds  attended  school  together;  religious 
prejudice  and  juvenile  dehnquency  could  most  easily  be  prevented  in  public  schools, 
and  loyalty  to  America  most  effectively  promoted. 

The  court  reaffirmed  the  right  of  the  state  to  compel  all  children  to  attend  some 
school  and  reasonably  to  regulate  all  schools,  but  it  declared  that  the  state  could  not 
unreasonably  interfere  with  the  liberty  of  parents,  protected  by  the  Fourteenth 
Amendment,  to  educate  their  children  by  sending  them  to  a  private  rather  than  a 
public  school  if  they  saw  fit.  Thus  the  principle  was  established  that  private  schools,  so 
long  as  they  met  the  reasonable  standards  set  by  the  state,  could  exist  alongside  the 
public  schools: 

The  fundamental  theory  of  liberty  upon  which  all  governments  in  this 
Union  repose  excludes  any  general  power  of  the  States  to  standardize  its 
children  by  enforcing  them  to  accept  instruction  from  public  teachers  only.  The 
child  is  not  the  mere  creature  of  the  State;  those  who  nurture  him  and  direct  his 
destiny  have  the  right,  coupled  with  the  high  duty,  to  recognize  and  prepare  him 
for  additional  obligations.’ 

"^Pierce  v.  Society  of  Sisters,  268  U.S.  510  (1924),  p.  535. 
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The  Oregon  case,  of  course,  did  not  prevent  continuing  debate  and  controversy 
about  the  meaning  and  value  of  public  education  as  compared  with  private  education. 
But  the  test  was  what  the  people  did.  Most  .4iiiericans  continued  to  believe  that  the 
public  schools  should  be  the  principal  agency  whereby  the  youth  of  America  was  to  be 
educated,  but  a  persistent  and  growing  minority  believed  that  private  schools  were 
better  and  that  they  should  receive  aid  from  public  sources. 

Up  to  the  1930s  less  than  10  percent  of  elementary  and  secondary  children  were 
in  nonpublic  schools,  but  then  the  percentage  began  to  rise.  By  1949  to  1950  it  was 
11.8  percent,  during  the  early  1960s  it  hovered  around  13  to  14  percent,  but  then 
began  to  decline  after  1965  until  it  dropped  back  to  around  10  percent  by  1971. 
Approximately  90  percent  of  nonpublic  school  enrollments  were  in  Roman  Catholic 
schools  as  a  result  of  steady  and  strong  campaigns  undertaken  by  Catholic  leaders  to 
get  ail  Catholic  children  into  Catholic  schools.  Some  Protestants,  too,  were  redoubling 
their  efforts  to  expand  the  number  of  their  denominational  schools.  These  were 
potential  threats  to  the  idea  of  a  common  school  system  established  with  such  cost 
and  effort  in  the  nineteenth  century. 

By  and  large,  however,  a  considerable  consensus  was  achieved  concerning  the 
meaning  of  public  education  in  the  United  States.  It  is  significant  that  Americans 
speak  of  public  schools  rather  than  state  schools  or  government  schools  as  in  many 
other  countries.  The  term  signifies  an  institution  that  is  or  should  be  directly  responsi¬ 
ble  to  the  people  rather  than  one  of  many  arms  of  the  regular  branches  of  government. 
Indeed,  a  distinctive  form  of  government  (the  elected,  lay  board  of  education)  was 
designed  to  keep  the  schools  responsive  to  local  community  interests  and  somewhat 
free  of  the  regular  bureaucratic  regimes  of  the  other  branches  of  government. 

The  consensus  ran  something  like  this.  To  be  public  rather  than  private  a  school 
should  have  certain  characteristics.  To  the  degree  it  had  them  it  is  public;  to  the  degree 
that  it  does  not,  it  is  private. 


1.  A  public  school  primarily  serves  a  public  purpose  rather  than  a  private 
purpose.  It  is  not  simply  for  the  personal  or  private  gain  of  the  teacher,  the 
proprietor,  or  the  board  of  managers.  It  is  not  simply  for  the  personal  enjoyment 
or  individual  enhancement  of  the  student  or  his  family.  It  may  indeed  enhance 
the  vocational  competences  and  personal  development  of  individuals,  but  if  this 
was  all  it  did,  it  could  well  be  a  private  school.  Instead,  a  public  school  will  serve 
the  common  values  necessary  for  the  general  welfare  of  the  society,  the  dis¬ 
semination  of  useful  knowledge,  and  the  responsibilities  of  citizenship. 

2.  A  public  school  is  under  the  exclusive  control,  ownership,  and  management 
of  public  authorities  responsible  to  the  people  directly  or  to  publicly  designated 
officers  of  the  civil  government.  Public  bodies,  whether  legislatures,  courts,  or 
boards  of  education  supervise,  inspect,  and  approve  policies,  budgets,  expendi¬ 
tures,  and  operation  of  the  public  schools. 

3.  A  public  school  is  supported  by  public  funds,  largely  raised  by  taxation  at 
the  local,  state,  and  federal  levels.  It  does  not  rely  heavily  upon  direct  financial 
charges  upon  the  student  or  his  family  in  the  form  of  fees  or  tuition.  It  thus  is 
effectively  free,  especially  at  the  elementary  and  secondary  levels  where  compul¬ 
sory  education  predominates.  There  is,  however,  much  fuzziness  about  this 
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characteristic,  as  private  schools  demand  public  funds  for  their  assistance  but 
insist  upon  continuing  to  be  private  in  control. 

4.  A  public  school  is  open  freely  and  equally  to  all  persons  irrespective  of  social 
class,  religion,  race,  sex,  or  national  origin.  A  public  school  ideally  is  thus  a 
school  common  to  all  in  the  society  and  does  not  select,  divide,  separate,  or 
segregate  pupils  on  grounds  other  than  achievement.  In  sociological  terms,  it  is 
baled  upon  achieved  status  not  upon  ascribed  status.  Parents  have  a  right  to 
send  their  children  to  public  schools  as  well  as  to  private  schools.  This  ideal  has 
been  violated  more  than  any  of  the  others;  witness  segregated  schools  for  blacks, 
American  Indians,  and  Spanish-speaking  groups. 

5.  A  public  school  is  likely  to  be  less  religious  or  less  sectarian  and  more  secular 
in  character  than  private  schools.  This  is  true  either  on  the  principle  of  religious 
freedom  and  separation  of  church  and  state  or  simply  because  diverse  religious 
groups  that  share  the  school  cannot  agree  on  the  specifics  of  religious  inshuction 
in  doctrines,  creeds,  or  devotional  exercises  to  be  held.  This  characteristic  has 
also  been  violated  or  in  dispute  through  much  of  the  past  century.  To  this  issue 
we  turn  now.  It  has  been  a  pecuharly  volatile  aspect  of  the  pubhc-private 
problem. 


C.  CONTINUING  TENSION  BETWEEN  THE 

SECULAR  AND  THE  RELIGIOUS 

Perhaps  more  than  any  other  people,  Americans  have  proliferated  and  segmented  their 
religious  groups.  By  the  end  of  the  nineteenth  century  some  150  denominations 
claimed  their  religious  loyalties.  If  the  Protestant  churches  were  generally  grouped 
together,  they  represented  some  18  million  members,  of  which  the  Methodists, 
Baptists,  Presbyterians,  Lutherans,  and  Congregationalists  were  the  largest.  The  Roman 
Catholic  Church,  larger  by  far  than  any  one  Protestant  church,  represented  some  10 
million  members.  Jews  accounted  for  perhaps  1  million.  Throughout  the  nineteenth 
century  the  number  of  church  members  had  increased  more  rapidly,  in  proportion, 
than  did  the  total  population  (76  million  in  1900).  Organized  religious  groups 
continued  to  increase,  until  in  1960  more  than  100  million  people  representing  250 
denominations  were  counted  as  church  members,  well  over  half  of  the  total  population 
of  the  country.  The  largest  single  denomination  was  the  Roman  Catholic  Church,  with 
some  35  million  members;  the  principal  Protestant  denominations  totaled  some  60 
million;  Jewish  congregations,  5  million;  and  Eastern  Orthodox,  2.5  million. 

The  strength  and  diversity  of  the  churches  in  America  were  in  no  small  measure 
related  to  the  religious  freedom  and  the  separation  of  church  and  state  embodied  in 
the  First  Amendment  and  in  the  bills  of  rights  of  the  several  state  constitutions. 
Virtually  every  new  state  as  it  came  into  the  Union  in  the  nineteenth  century  adopted 
the  principles  that  the  state  would  guarantee  freedom  of  religious  conscience  and  that 
the  state  would  not  use  public  funds  in  support  of  churches.  Up  to  1876  the  states 
voluntarily  followed  these  basic  principles  of  separation  of  church  and  state.  After 
1876  the  Congress  stipulated  that  new  states  must  adopt  irrevocable  ordinances  to  the 
same  effect.  At  the  end  of  the  nineteenth  century  the  American  people  came  closer  to 
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agreeing  to  these  principles  than  at  any  time  in  their  history.  As  appled  to  education, 
it  was  widely,  though  by  no  means  universally,  accepted  that  no  public  funds  would  be 
given  to  aid  religious  schools  and  no  sectarian  religious  instruction  would  be  given  in 
the  public  schools.  Though  the  public  schools  were  professedly  nonsectarian,  they 
were  generally  Protestant  in  orientation  and  often  in  explicit  practice,  as  so  clearly 
described  by  David  B.  Tyack.^  The  other  side  of  the  coin,  the  effort  to  reserve  public 
funds  exclusively  for  public  schools,  was  more  nearly  won  by  the  end  of  the 
nineteenth  century  than  at  any  time  before  or  since.  The  whole  set  of  issues,  however, 
was  to  be  reopened  again  in  the  middle  of  the  twentieth  century  on  the  national  as 
well  as  on  the  state  and  local  levels. 

While  the  ideal  of  religious  freedom  was  often  tarnished  by  outpourings  of 
religious  prejudice,  it  was  also  put  under  severe  strain  by  the  genuine  differences  of 
belief  among  men  of  good  will  concerning  what  role  religion  should  play  in  the 
educational  life  of  the  nation.  These  differences  came  to  explosive  conflict  in  counties 
debates,  resolutions,  campaigns,  laws,  and  court  cases  during  the  middle  decades  of  the 
twentieth  century.  Beginning  around  1930,  four  decades  of  religious  and  public 
controversy  seemed  to  be  leading  to  a  fundamental  redirection  of  the  150-year 
secularization  trend.  On  one  hand,  secularization  has  meant  the  withdrawal  of  public 
funds  from  support  of  religious  institutions.  This  was  clearly  involved  hi  the  First 
Amendment’s  mandate  that  “Congress  shall  make  no  law  respecting  an  establishment 
of  religion.”  In  this  sense,  the  trend  toward  modernization  of  American  education 
slowed  down  in  the  1950s  and  1960s,  as  public  funds  increasingly  poured  into  private 
and  religious  educational  institutions. 

On  the  other  hand,  the  secularization  involved  in  reducing  the  amount  of 
religious  instruction  or  observance  (even  of  a  nonsectarian  sort)  that  could  be  required 
in  the  public  school  program  has  tended  to  be  strengthened  under  the  impact  of  a 
series  of  major  Supreme  Court  cases.  At  mid-century,  America  seemed  to  be  going  in 
two  different  directions  on  two  interrelated  issues  involving  religion  and  education. 
The  lineup  was  something  like  this: 

In  answer  to  the  question  “should  public  funds  be  used  for  religious  schools?” 
there  were  three  types  of  answers. 

1 .  In  the  main,  the  Roman  Catholic  Church  answered  “yes.”  Since  the  parochial 
schools  provided  a  public  service  by  helping  children  to  meet  the  compulsory 
attendance  laws,  it  was  only  just  that  parochial  schools  be  aided  in  this  task  in 
order  to  relieve  Catholic  parents  from  the  burden  of  “double  taxation,”  that  is, 
of  paying  public  school  taxes  and  also  supporting  their  own  schools.  No  harm 
would  come  to  the  principle  of  separation  of  church  and  state  so  long  as  the 
state  aided  all  churches  equally  and  fairly  and  did  not  show  preference  for  one 
church  above  others. 

2.  The  second  answer  given  by  many  Catholics  and  many  Protestants  was  a 
quaKfied  “yes.”  Here  it  was  argued  that  the  state  should  not  give  direct  support 

8 

David  B.  Tyack,  "‘Onward  Christian  Soldiers:  Religion  in  the  American  Common  School,”  in  Paul 
Nash  (ed.),  History  and  Education:  The  Educational  Uses  of  the  Past,  Random  House,  New  York, 
1970,  chap.  8. 
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to  religious  schools  because  that  would  violate  the  separation  of  church  and 
state  but  it  was  perfectly  proper  for  the  state  to  use  public  funds  for  such 
indirect  aid  as  paying  for  bus  transportation  of  children  to  parochial  schools  or 
providing  them  with  free  textbooks,  free  lunches,  and  free  health  and  medical 
services  °Since  such  auxiliary  services  were  welfare  benefits  to  the  child  and  not 
aids  to  the  school,  they  should  be  given  to  all  children,  no  matter  what  school 
they  attended.  The  majority  decision  of  the  United  States  Supreme  Court  in  the 
Everson  case  in  1948  seemed  to  support  this  practical  adjustment,  although  the 
constitutional  principle  was  there  clearly  stated  to  be  that  “no  tax  in  any 
amount  large  or  small,  can  be  levied  to  support  any  religious  activities  or 
institutions,  whatever  they  may  be  called,  or  whatever  form  they  may  adopt  to 
teach  or  practice  religion.”^ 

3.  The  third  answer  to  the  question  about  public  funds  for  religious  schools  was 
“no.”  This  answer  was  given  by  many  Protestants,  most  Jews,  and  most  public 
school  educators,  including  the  National  Education  Association.  This  position 
argued  that  indirect  aid,  as  well  as  direct  aid,  to  religious  schools  should  be 
prohibited  if  the  values  of  the  long  struggle  for  separation  of  church  and  state 
were  to  be  maintained.  Either  kind  of  aid  would  violate  the  First  Amendment  of 
the  Constitution  and  in  effect  reintroduce  “an  establishment  of  religion”  in  the 
United  States.  Not  only  was  genuine  separation  required  on  principle,  but  there 
seemed  to  be  no  place  logically  to  stop  once  aid  was  begun  even  on  a  small  scale. 

By  1970  it  began  to  look  as  though  those  who  held  the  third  position  had  lost 
their  case  and  were  being  proved  to  be  correct  that  there  was  no  place  to  sto^.  Indirect 
aid  approved  under  the  child  benefit  theory  of  the  Cochran  case  as  early  as  1930 
permitted  free  textbooks  to  parochial  school  children  at  pubUc  expense.  Only  seven 
states  permitted  the  use  of  textbooks  until  New  York  State’s  1965  law  was  upheld  by 
the  Supreme  Court  in  1968.  The  Everson  case  applied  the  principle  to  bus  transporta¬ 
tion  in  1947.  The  School  Lunch  Act  passed  by  Congress  in  1948  authorized  the  use  of 
federal  funds  for  school  lunches  in  parochial  schools  even  if  state  regulations  pro¬ 
hibited  the  use  of  state  funds  for  the  purpose.  The  main  breakthrough  came  with  the 
Elementary  and  Secondary  Education  Act  of  1965.  By  the  late  1960s,  thirty -six  of  the 
fifty  states  had  enacted  some  variation  of  indirect  aid  to  church-related  and  private 
schools. 

Direct  aid  to  private  and  religious  institutions  of  higher  education  was  gaming 
even  more  momentum.  The  National  Defense  Education  Act  of  1958  followed  the 
pattern  of  the  GI  Bill  of  1944  permitting  students  to  use  their  scholarships  at  private 
institutions  as  well  as  public.  In  addition,  the  National  Science  Foundation  began  to 
make  unrestricted  grants  directly  to  private  colleges  and  universities,  and  the  Higher 
Education  Facilities  Act  of  1963  and  the  Higher  Education  Act  of  1965  began  to  pour 
money  into  private  church-related  institutions  for  nonreligious  purposes.  The  Higher 
Education  Amendments  of  1972  proposed  to  make  direct  federal  grants  for  the  first 
time  to  aU  types  of  colleges  and  universities,  a  precedent-setting  measure. 

While  direct  aid  was  expanding  at  the  higher  education  level  the  private  and 
parochial  school  proponents  were  campaigning  for  a  number  of  “freedom-of-choice 

^Everson  v.  Board  of  Education,  330  U.S.  1  (1947). 
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plans,  whereby  parents  would  be  given  tax  credits  or  vouchers  out  of  public  tax  funds 
which  they  could  use  to  defray  the  expenses  of  educating  their  children  either  at 
public  or  private  schools  of  their  choice.  (Note  that  white  parents  in  the  South  could 
benefit  from  such  a  plan  by  using  public  funds  to  send  their  children  to  free  private 
schools  for  whites  only.)  The  argument  here  was  that  parents  w^ere  entitled  to  public 
support  for  the  education  of  their  children,  and  they  should  be  free  to  decide  what 
kind  of  school  they  would  send  their  children  to  with  such  support. 

Seeing  the  success  of  direct  aid  to  private  higher  institutions  from  federal  and 
state  funds  (New  York  State  began  to  give  all  private  colleges  and  universities  a  money 
grant  for  each  degree  granted),  the  private  school  forces  turned  openly  to  seek  direct 
aid.  Pennsylvania  led  the  way  in  1968  with  a  law  that  would  use  public  funds  to  pay 
part  of  the  salaries  of  private  school  teachers  in  certain  nonreiigious  subjects:  modern 
languages,  mathematics,  physical  sciences,  and  physical  education.  In  1969  Con¬ 
necticut  and  Rhode  Island  followed  suit;  seven  other  states  turned  down  similar 
proposals;  and  twenty-two  were  still  debating.  These  laws  for  "‘purchase  of  services'’ 
were  immediately  tested  in  the  courts. 

In  June  1971  the  Supreme  Court  declared  in  two  8  to  I  decisions  that  the 
Pennsylvania  and  Rhode  Island  laws  were  unconstitutional,  because  the  state  aid  given 
to  church-related  schools  violated  the  First  Amendment’s  guarantee  of  the  separation 
of  church  and  state.  In  a  succinct  historical  statement  going  back  to  the  Everson  case, 
Chief  Justice  Warren  E.  Burger  summed  up  the  cumulative  criteria  developed  by  the 
court  over  many  years  to  test  the  constitutionality  of  laws  on  this  subject.  “First,  the 
statute  must  have  a  secular  legislative  purpose;  second,  its  principal  or  primary  effect 
must  be  one  that  neither  advances  nor  inhibits  religion;  finally,  the  statute  must  not 
foster  an  excessive  Government  entanglement  with  religion.”^^ 

Of  particular  importance  is  the  warning  that  inserting  direct  public  support  for 
the  teaching  process  produced  a  divisive  political  potential  far  exceeding  that  from 
support  of  indirect  nonideological  services  like  bus  transportation  or  lunches.  It  looked 
as  though  another  watershed  had  been  reached  which  would  halt  a  three-  to  four- 
decade  trend  toward  aid  for  church-related  elementary  and  secondary  schools. 
Miether  the  court’s  decision  would  diminish  or  increase  the  political  divisiveness 
remained  to  be  seen.  The  New  York  State  legislature  went  right  ahead  to  pass  a  1971 
law^  that  would  provide  33  million  dollars  a  year  for  “secular  educational  services  for 
pupils  in  nonpublic  schools.”  As  expected,  a  federal  court  promptly  declared  the  law 
unconstitutional  in  January  1972,  and  even  more  promptly  the  governor  and  legisla¬ 
tors  swore  they  would  find  some  way  to  aid  the  parochial  schools  with  state  funds. 

Significantly,  at  the  higher  education  level  the  trend  toward  public  aid  seemed  to 
be  gaining.  Aithougii  in  a  Maryland  case  in  1966  the  granting  of  state  funds  to  three 
sectarian  colleges  to  construct  new  buildings  was  declared  unconstitutional,  a  defini¬ 
tive  case  was  undertaken  in  Connecticut  with  the  intention  of  testing  the  constitu¬ 
tionality  of  the  Higher  Education  Facilities  Act  of  1963  which  granted  federal  money 
to  private  institutions,  sectarian  as  well  as  nonsectarian,  for  the  construction  of 

Lemon  y.  Knrtzman,  403  U.S.,  602  (June  28,  1971).  See  also  Early  r.  DiCenso  403  U-S.,  602 
(June  28, 1971). 
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academic  facflities.  In  a  June  1971  concurrent  decision  the  Supreme  Court  upheld  by 
the  narrowest  of  margins,  5  to  4,  the  use  of  federal  funds  for  buildings  at  four 
Connecticut  colleges.  The  majority  found  that  so  long  as  the  buildings  were  used  for 
nonreligious  purposes  (library,  science,  language,  laboratories,  and  music  and  fme  arts) 
the  grants  did  not  violate  the  three  tests  of  constitutionahty  enumerated  by  Chief 
Justice  Burger.  The  majority  decision  hinged  on  the  differences  between  rehgious 
permeation  of  primary  and  secondary  school  teaching  in  contrast  to  the  freer  and 
more  secular  intellectual  environments  of  colleges  and  universities.  The  minority  found 
no  such  determining  differences.  In  any  case  the  Court  had  once  again  affirmed  that 
the  state’s  interest  in  aid  to  education  must  be  to  promote  a  secular  purpose,  not 
religious. 

Meanwhile,  the  secularization  of  the  pubhc  school  program  proceeded  its 
tortuous  way  through  the  courts  of  the  land.  The  response  to  the  question,  “should 
religious  instruction  be  given  in  the  pubHc  schools?  also  elicited  three  types  of 
response.  The  first  and  possibly  that  of  the  “silent  majority”  was  simply  “no.”  While  it 
was  seldom  argued  that  the  public  schools  should  be  actively  irreUgious,  a  dominant 
view  was  that  religion  was  a  matter  for  home,  church,  and  private  belief,  not  for  the 
pubhc  schools. 

A  second  response  to  this  question,  given  principally  by  many  Protestant  and 
Roman  Catholic  leaders,  was  “yes,  rehgious  instruction  should  be  given  in  the  pubhc 
schools.”  Such  adherents  of  this  position  would  hke  to  see  their  own  sectarian  religion 
become  the  basis  of  pubhc  school  instruction,  but  they  knew  that  this  was  a  practical 
impossibility  so  long  as  several  strong  churches  continued  to  compete  in  the  United 
States.  In  the  1940s  the  most  promising  way  to  insert  sectarian  religious  instruction  in 
the  pubhc  school  program  seemed  to  be  the  weekday  release  d-time  plan.  This  gave 
parents  the  opportunity  to  have  their  children  receive  instruction  in  their  preferred 
faith  by  approved  instructors  for  certain  hours  set  aside  each  week  on  condition  that 
children  leave  their  regular  classes  and  attend  religious  classes. 

The  United  States  Supreme  Court  stirred  up  a  great  controversy  when  it  decided 
in  the  McCollum  case  in  194S  that  such  rehgious  classes  used  the  tax-supported  pubhc 
school  system  to  aid  rehgious  groups  to  spread  their  faiths  and  thus  could  not  be 
conducted  within  the  pubhc  school  buildings  of  Champaign,  Dl.“  Rehgious  groups 
were  moUified  somewhat,  however,  when  the  Supreme  Court  decided,  in  the  Zorach 
and  Gluck  case  in  1952,  that  the  New  York  Qty  plan  of  released-time  instruction  was 
permissable  because  the  rehgious  classes  were  held  off  the  school  property. 

The  campaign  for  released-time,  however,  faded  in  the  1950s  in  the  face  of  the 
difficulties  of  administering  the  programs  and  their  general  inadequacy.  Instead,  the 
campaign  to  inject  required  rehgious  prayers  and  Bible  reading  grew  in  momentum. 
This  was  a  third  general  answer  to  the  question,  saying  in  effect,  “yss,  there  should  be 
more  rehgious  instruction  in  the  pubhc  schools,  but  it  should  be  nonsectarian  instruc¬ 
tion.”  This  position  was  taken  almost  entirely  by  Protestants  who  argued  that  the 

^^McCoUum  V.  Board  of  Education,  330  U.S.,  203  (1948). 

Zorach  and  Gluck  v.  Board  of  Education,  343  U.S.,  306  (1952). 


THE  AMERICAN  FAITH  IN  MASSIVE  EDUCA  TIONAL  ENDEA  VOR 


449 


cominon  basis  of  so  much  of  American  culture  was  Christian  in  its  origin  that  these 
common  religious  teachings  could  form  the  basis  of  nonsectarian  instraction-  Most 
often  this  took  the  form  of  reading  the  Bible  in  the  schools  each  day.  Under  Protestant 
stimulus,  some  twelve  states  passed  laws  requiring  Bible  reading  and  some  twenty-five 
other  states  permitted  the  practice  in  one  way  or  another. 

A  decade  later,  however,  two  decisions  pretty  well  decided  the  matter.  As  early 
as  1951,  in  the  heat  of  the  afterglow  of  the  McCoEum  case,  the  New  York  Board  of 
Regents  had  urged  local  boards  of  education  to  institute  nonsectarian  prayers  in  the 
public  schools.  Some  time  later  the  Board  itself  approved  such  a  prayer,  but  in  the 
Engel  case  the  U.S.  Supreme  Court  found  in  1962  that  such  a  prayer  was  “a  religious 
activity”  promulgated  by  public  authorities  and  whoEy  inconsistent  with  the  establish¬ 
ment  clause  of  the  First  Amendment. A  year  later  in  a  Pennsylvania  and  Maryland 
case  the  Supreme  Court  similarly  found  that  the  compulsory  recitation  of  the  Lord’s 
Prayer  and  reading  from  the  Bible  was  an  unconstitutional  invasion  of  religious  liberty 
by  an  agency  of  government.^^  Although  these  cases  seemed  to  settle  the  legal 
question,  the  hue  and  cry  did  not  die  down.  In  fact  a  strong  movement  got  underway  to 
amend  the  Constitution  specifically  to  permit  Bible  reading  and  religious  prayers  in  the 
public  schools-  The  Becker  amendment  in  1964  was  finaEy  sidetracked,  but  not  before 
a  major  public  controversy. 

From  the  mid-1960s  onward  the  organized  effort  to  link  religion  and  education 
more  closely  turned  away  from  the  effort  to  inject  more  religious  instruction  in  the 
public  schools  and  toward  public  support  for  sectarian  schools.  The  height  of  the 
religious  rancor  of  the  1950s  had  passed,  the  ecumenical  movement  of  better  feeling 
among  Christians  was  symbolized  by  the  second  Vatican  CouncE  caEed  by  Pope  John 
XXin  in  1962,  the  fiscal  crises  hit  parochial  schools  harder  and  harder,  and  the  public 
school  establishment  was  being  belabored  year  after  year  for  its  failures  in  urban  and 
ghetto  education. 

All  in  aE,  the  century  and  a  half  of  faith  in  public  education  was  being 
chaEenged  from  many  sides.  It  therefore  was  harder  for  the  educational  profession  to 
continue  to  persuade  the  public  that  public  schools  should  be  the  sole  recipients  of 
public  funds.  The  flight  of  the  middle  classes  from  the  Northern  cities  to  the  suburbs 
or  to  private  schools  paraEeled  the  fliglit  of  white  segregationists  in  the  South  to 
private  schools.  Many  in  both  groups  were  wiUing  if  not  eager  for  public  funds  to 
follow  their  children;  and  the  hard-pressed  Catholics  pressed  relentlessly  for  public 
relief  in  their  efforts  to  provide  a  religious  education  for  their  children. 

So,  in  a  sense,  it  was  not  surprising  that  the  fortunes  of  secularization  declined  as 
public  support  for  parochial  education  rose,  and  they  rose  as  religious  instruction  in 
the  pubMc  schools  declined.  In  fact,  the  two  were  related.  If  the  public  schools  were  to 
become  increasingly  secular,  the  reMgious-minded  majority  could  see  little  harm  in 
providing  some  pubic  support  for  parochial  education,  even  if  it  meant  some  Protes¬ 
tant  taxes  going  to  some  Catholc  schools.  Besides,  white  Protestants  in  the  South 

Engel  V.  Vitale,  370  U.S.,  421  (1962). 

^^Abington  Township  District  School  v.  Schempp,  374  U.S.,  203  (1963). 
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could  see  value  in  white  taxes  following  white  students  to  all-white  private  schools. 
For  the  first  time  in  1 50  years  it  was  seriously  broached  that  a  series  of  alternative  free 
private  school  systems  might  replace  the  free  public  school  systems  that  had  been  so 
laboriously  built  up.  Some  states  actually  began  to  flirt  with  the  idea  of  abolishing 
their  public  school  systems.  And  some  critics  began  to  suggest  that  all  schools  ought  to 
be  abolished  and  society  “deschooled.”  But  few  took  such  proposals  seriously,  least  of 
all  those  who  had  been  denied  equal  access  to  schooling. 

What  could  prove  to  be  a  more  serious  threat  than  abolishing  schools  was  a 
frontal  attack  upon  the  idea  of  compulsory  education  itself.  This  was  a  principle  that 
few  modernizing  societies  had  questioned  in  their  efforts  to  build  national  unity  and 
achieve  equality  of  educational  opportunity.  But  there  had  always  been  an  under¬ 
current  of  opposition  to  the  idea  of  compulsory  education  from  those  who  did  not 
want  to  modernize.  Sometimes  this  stemmed  from  political  or  economic  conservatism, 
sometimes  from  religious.  A  particularly  important  case  arose  in  Wisconsin  v.  Yoder  in 
1971  in  which  the  state  of  Wisconsin  disputed  the  right  of  Amish  parents  to  keep  their 
children  out  of  school  after  they  had  completed  the  eighth  grade.  The  Amish  defied 
the  compulsory  attendance  laws  on  the  ground  that  secondary  and  higher  education 
are  inimical  to  their  traditional  religious  beliefs  and  agrarian  way  of  life. 

The  state  of  Wisconsin  appealed  to  the  Supreme  Court  on  the  grounds  that  such 
defiance  would  weaken  the  right  and  obligation  of  states  to  maintain  a  stable  and 
democratic  social  order  by  ensuring  an  educated  populace.  Now  the  argument  took  on 
a  new  flavor,  not  simply  the  right  of  religious  minorities  to  follow  their  religious 
behefs,  but  also  a  radical  note  that  compulsory  education  is  at  root  a  means  of 
repressing  the  majority  as  well  as  the  minority  and  of  making  them  conform  to  the 
established  order  of  things  as  represented  in  the  public  schools  of  the  state.  The 
wavering  boundaries  of  freedom  and  control,  of  equality  and  justice  were  to  have  yet 
another  test  in  the  precincts  of  education. 

By  the  1970s  it  seemed  easier  to  achieve  liberty  for  private  schools  to  exist  and 
for  rehgious  freedom  to  be  protected  in  the  public  schools  than  to  achieve  equality  of 
educational  opportunity  for  blacks,  Indians,  Mexican- Americans,  Puerto  Ricans,  and 
other  minorities.  In  the  1950s  the  hottest  educational  problem  was  freedom;  in  the 
1960s  it  was  equality.  Until  both  could  be  reasonably  solved,  the'  American  ideal  of 
modem  education  could  not  be  fully  achieved. 


D.  ETHNIC  DISJUNCTIVITIS  IN  EDUCATION : 

A  NEAR-FATAL  SOCIAL  DISEASE 

In  comparing  their  educational  systems  with  those  of  Europe,  Americans  have  com¬ 
monly  pointed  with  some  justifiable  pride  to  their  unitary,  single-track  or  ladder 
character  as  more  democratic  than  a  two-track  or  dual  system.  There  is,  of  course, 
considerable  truth  to  the  generalization.  European  school  systems  grew  up  as  social 
class  systems:  primary  schools  for  the  working  classes  leading  to  the  skilled  and 
unskilled  occupations  and  secondary  schools  for  the  middle  and  upper  classes  leading 


THE  AMERICAN  FAITH  IN  MASSIVE  EDUCA  TIONAL  ENDEA  VOR 


451 


to  the  universities  or  higher  technical  schools  and  the  professional  and  managerial 
occupations.  The  two  systems  were  parallel  to  each  other  with  relatively  little  chance 
for  crossing  over  from  one  to  the  other.  The  inbred  separation  was  perpetuated  by 
training  teachers  for  primary  schools  in  institutions  separate  from  those  training 
secondary  school  teachers.  I  have  called  this  disjoin tedness  or  separatism  the  disease  of 
disjunctivitis  wliicli  afflicted  all  major  European  systems  in  the  eighteenth  and  nine* 
teenth  centuries  and  was  carried  around  the  world  by  the  Western  empires  in  the 
nineteenth  and  twentieth  centuries.^^ 

In  contrast,  the  American  system  much  more  easily  leads  students  from  the 
elementary  school  to  the  secondary  school  and  on  to  the  postsecondary  and  higher 
educational  institutions.  No  selective  examinations  are  required  for  a  child  to  pass 
from  the  primary  school  to  the  secondary  school.  Primary  schools  are  not  reserved  for 
the  working  classes.  Everyone  is  expected,  even  required,  to  go  on  to  a  secondary 
school.  Teachers  are  trained  for  both  types  of  institutions  in  many  colleges  and 
universities. 

There  are,  of  course,  financial,  regional,  and  social  barriers  that  produce  dif¬ 
ferentiated  drop-out  patterns  in  rural-urban,  poor-rich  sectors  of  American  society. 
But,  by  and  large,  the  system  has  not  been  based  upon  academic  barriers  that  produce 
occupational  or  professional  dead  ends  wliich  bar  a  primary  school  product  from  ever 
attending  a  university  because  he  was  in  turn  barred  from  attending  a  secondary  school 
because  his  examination  at  age  eleven  or  twelve  did  not  entitle  him  to  cross  over. 

Wliile  this  general  analysis  has  large  elements  of  truth  in  it,  the  fact  remains  that 
the  American  system  has  harbored  a  far  more  deadly  strain  of  the  disjunctivitis  virus 
than  the  European  systems  themselves.  American  disjunctivitis  has  been  based  upon 
racial  or  ethnic  discrimination  rather  than  upon  social  class  or  academic  attainment.  It 
has  too  often  been  overlooked  as  simply  a  minor  fault  in  the  American  ideal  of 
universal,  free  education.  It  must  now  be  recognized  as  a  disease  which  can  have  fatal 
consequences  for  the  very  existence  of  American  society  if  not  alleviated  and  cured. 
Its  consequences  extend  far  beyond  the  one-tenth  of  the  population  that  is  black,  or 
the  smaller  racial  groups  made  up  of  American  Indians,  or  peoples  that  come  from 
East  Asia  and  the  Pacific  islands. It  infects  as  well  the  larger  minority  groups  of 
Spanish-speakers  from  Puerto  Rico  to  Mexico.  And  in  the  end  it  is  a  virus  that  affects 
equally  the  white  majority  in  whose  outlooks  and  attitudes  the  depredation  of  the 
disease  of  racial  segregation  continues  to  fester  as  denials  of  the  very  ideals  of  equahty, 
freedom,  and  justice  which  America  has  claimed  as  its  contribution  to  Western  and 
world  civilization. 

Tlte  BlackjWhite  Virus 

Americans,  black  and  white  alike,  have  made  three  major  efforts  in  their  history  to 
cure  racial  disjunctivitis  and  its  symptoms  of  segregation  and  inequality  in  education. 

R.  Freeman  Butts,  ‘Teacher  Education  and  Modernization,”  in  George  Z.  F.  Bereday  (ed.), 
Essay^i  in  World  Education,  Oxford  University  Press,  New  York,  1969,  pp.  111-123. 

^^The  1970  Census,  in  round  figures,  lists  178,000,000  Americans  as  white,  22,600,000  as  black, 
800,000  American  Indian,  600,000  Japanese,  435,000  Chinese,  340,000  Filipino  and  720,000 
“other”  (including  Korean,  Hawaiian,  Aleut,  Eskimo,  Malayan,  and  Polynesian). 
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The  first,  as  we  have  seen,  was  in  the  three  Revolutionary  decades  following  1776,  but 
the  hopes  for  universal  republican  education  imphed  in  the  new  state  bills  of  rights 
were  shortlived.  The  second  major  effort  to  wipe  out  disjunctive  racial  education  and 
institute  integrative  education  was  in  the  Reconstruction  decade  immediately  follow¬ 
ing  the  Civil  War,  but  this  effort  was  more  than  cancelled  in  the  periods  of  “redemp¬ 
tion”  and  repression  that  followed  during  the  next  fifty  years.  The  third  effort,  begin¬ 
ning  slowly  in  the  1930s,  began  to  pick  up  speed  and  impact  in  the  civil  rights  cam¬ 
paigns  and  the  resistance  movements  of  the  1950s  and  1960s. 

Reconstruction  (1860s  and  1870s)  In  the  Civil  War  years  preceding  Appomattox  the 
revolutionary  ideal  of  equality  for  aU  men  was  restated  with  ever-greater  conviction  by 
the  President  and  the  Congress  of  the  United  States.  In  his  commemorative  address  at 
Gettysburgh  (1 862)  and  in  his  official  declaration  in  the  Emancipation  Proclamation 
(1863)  Abraham  Lincoln  took  his  stand.  In  passing  the  Thirteenth  Amendment 
abolishing  slavery  (ratified  in  1865)  and  in  establishing  the  Freedman’s  Bureau  Con¬ 
gress  began  to  make  reparation  to  American  Negroes  for  250  years  of  enslavement. 
Before  the  end  of  the  Civil  War,  too,  northern  humanitarian  and  rehgious  associations 
began  to  send  relief  teams  and  teachers  to  aid  the  freed  slaves  in  those  parts  of  the 
South  that  were  being  liberated  by  Union  armies.  But  under  the  relatively  mild  and 
tolerant  policies  of  Mdrew  Johnson  and  the  presidential  reconstruction  of  1 865  to 
1867,  the  white  ruling  classes  of  the  southern  states  moved  rapidly  to  institute  new 
social  control  over  the  freed  blacks  by  means  that  had  not  been  necessary  in  order  to 
control  them  under  slavery. 

Prime  means  of  such  social  control  was  the  adoption  of  legal  Black  Codes 
imposing  unequal  restrictions  upon  freedmen  in  the  form  of  segregated  transportation 
facilities,  hotels,  public  accommodation,  and  schools.  This  poHcy  prompted  an  angry 
reaction  from  Radical  Republicans  who  instituted  a  decade  of  congressional  reconstmc- 
tion  with  the  passage  of  the  act  of  reconstruction  in  1 867.  Under  mihtary  rule  the 
southern  states  were  required  to  adopt  new  constitutions  protecting  the  equal  civil 
ri^ts  and  voting  rights  for  Negroes.  These  principles  were  then  embodied  in  the 
Fourteenth  Amendment  (1868)  and  the  Fifteenth  Amendment  (1870)  and  spelled 
out  in  more  detail  in  the  Civil  Rights  Act  of  1875. 

It  is  clear  from  the  history  of  the  passage  of  the  Fourteenth  Amendment  that  it 
was  intended  to  be  a  sweeping  legislative  measure  to  abolish  the  racial  codes  and 
practices  of  the  states  by  means  of  federal  jurisdiction  over  state  actions  in  the  civil 
rights  field,  ha  its  centralizing  intent  the  Fourteenth  Amendment  was  a  modernizing 
step  of  the  first  magnitude— if  it  had  been  carried  out  as  intended.  It  was  not  until  the 
mid-twentieth  century  that  the  Supreme  Court  made  the  Fourteenth  Amendment  into 
an  instrument  by  which  the  Bill  of  Rights  of  the  U.S.  Constitution  was  applied  to  the 
states. 

Althou^  universal,  free,  compulsory  education  in  mixed  pubUc  schools  (the 
term  then  used  for  integrated  schook  open  to  white  and  black  alike)  was  the  goal  of 
most  black  leaders  during  Reconstruction,  it  was  achieved  in  law  in  only  two  states  of 
the  South— in  the  1868  constitutions  of  Louisiana  and  South  Carolina.  Most  of  the  new 


the  AMERICAN  FAITH  IN  MASSIVE  EDUCATIONAL  ENDEA  VOR 


453 


biraciai  state  governments  proclaimed  the  values  of  the  free  public  school  systems  as  a 
sine  qua  non  of  equal  civil  rights  for  blacks,  but  remained  vague  about  mixed  schools 
in  order  to  avoid  entanglement  with  the  Fourteenth  Amendment. 

In  practice,  integrated  schools  were  few  and  far  between.  The  leap  from  no 
education  for  slaves  to  full  and  equal  education  for  freedmen  would  have  been 
enormous  under  the  best  of  circumstances  and  good  will.  Mixed  schools  had  neither. 
The  hostility  of  southern  whites  to  any  schools  for  Negroes  was  widespread  and 
intense,  to  say  nothing  of  mixed  schools.  The  attitude  of  northern  whites  was 
ambivalent,  many  believing  that  separate  schools  for  Negroes  were  the  only  possible 
alternative,  some  believing  they  were  indeed  for  the  best.  And  many  blacks  themselves 
were  just  as  glad  to  get  any  education.  If  the  choice  had  to  be  between  some  education 
with  inequality  or  theoretical  equality  but  no  education,  they  opted  for  some  educa¬ 
tion. 

In  the  1 860s,  education  for  freedmen  in  the  South  was  still  largely  a  phase  of  the 
civilizing  mission  that  had  poured  out  of  the  Western  nations  on  the  waves  of  religious, 
humanitarian,  and  philanthropic  motives.  (See  Chapter  14.)  Nearly  fourscore  philan¬ 
thropic  societies,  mostly  in  the  North,  were  organized  to  send  teachers  to  the  South. 
The  American  Missionary  Society  was  foremost  with  over  500  teachers  at  work  by 
1864.  There  were  secular  associations,  too,  with  headquarters  in  all  the  major  cities  of 
the  North  and  Midwest.  The  societies  worked  in  tandem  with  the  Freedmen’s  Bureau 
of  the  federal  government,  the  latter  providing  buildings  and  the  former  providing  the 
teachers  for  Negro  schools,  1,000  m  1867, 3,000  in  1868,  and  10,000  in  1869. 

Joining  with  the  civilizing  mission  of  the  freedmen’s  movement  from  the  North, 
a  public  school  movement,  largely  initiated  by  black  members  of  state  legislatures  in 
the  South,  began  to  enroll  increasing  numbers  of  children  in  school  in  the  1870s  and 
1880s.  The  proportion  of  black  children  in  southern  schools  moved  from  5  percent  in 
1850  to  10  percent  m  1870  to  35  percent  in  1890,  It  then  dropped  until  1910,  when 
it  started  up  again.  Some  southern  states  did  much  better  than  others;  for  example,  in 
1868  Arkansas  had  28  percent  of  its  black  children  in  school,  by  1870  it  had  jumped 
to  50  percent. 

Despite  the  fact  that  several  hundred  thousand  freedmen  were  taught  in  the 
freedmen’s  schools,  private  and  public  ahke,  and  though  dozens  of  colleges  were 
founded  (some  eighty  by  1895),  the  hostility  of  white  southerners  toward  the 
civilizing  mission  never  eased.  And  soon  the  crusading  spirit  and  subscription  funds 
from  the  North  began  to  die  down.  The  sustaining  funds  then  began  to  come  from  the 
philanthropic  foundations  that  found  an  outlet  in  the  education  of  the  freed  Negroes 
of  the  South. 

While  segregated  schools  in  practice  were  being  extended  to  a  wider  and  wider 
circle  of  Negroes  at  the  grass  roots  level,  the  policy  for  the  next  fifty  years  was  being 
fought  out  at  the  federal  level.  Charles  Sumner,  the  abolitionist  Radical  Republican 
who  had  gained  his  legal  baptism  in  arguing  the  Roberts  case  in  Massachusetts,  which 
he  lost,  went  on  to  the  victory  of  the  Fourteenth  Amendment.  But  for  a  decade 
thereafter  he  led  a  continuing  but  losing  fight  to  put  into  federal  law  a  prohibition 
against  segregated  schools  in  the  states  of  the  South.  His  backers  in  the  Sumner 
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phalanx  in  Congress  also  tried  to  incorporate  mixed  schools  in  the  several  federal-aid 
bills  they  introduced  in  the  early  1870s,  especially  those  sponsored  by  the  black 
representative,  l^grand  Pierce,  but  a  powerful  coalition  of  conservative  Republicans 
and  Southern  Democrats  prevented  all  such  efforts-just  as  they  did  for  a  decade  in  the 
1950s  and  1 960s.  The  Sumner  phalanx  almost  succeeded  in  the  long  debates  over  the 
Civil  Rights  Act,  but  it  was  finally  passed  in  1875,  only  after  the  provisions  outlawing 
disjunctive,  segregated  schools  were  dropped.  Once  again,  the  political  decision  was 
that  it  would  be  better  to  have  some  education  for  blacks  in  segregated  schools  rather 
than  no  education  at  aU. 

The  upshot  of  a  decade  of  acrimonious  debate  over  the  matter  of  segregated 
schools  was  that  Congress  decided  it  would  not  intervene  in  the  problem,  but  would 
leave  the  matter  to  the  courts.  The  courts  in  turn  decided  that  they  would  not 
construe  the  federal  judiciary  power  broadly  enough  to  intervene  in  the  civil  rights 
affairs  of  the  states.  And  the  presidency  looked  the  other  way  throughout. 

“Redemption  "(1870s  and  1880s)  The  failure  to  achieve  a  uniform  national  policy  of 
integrative  schools  through  action  of  the  federal  government  meant  that  the  Recon¬ 
struction  promise  of  modernization  of  education  in  the  South  went  unfulfilled  for 
nearly  100  years.  White  southerners  began  to  regain  political  control  in  their  states  in 
the  early  1870s,  a  process  they  liked  to  refer  to  as  a  “redemption”  which  saved  the 
South  from  the  alien  rule  of  the  North.  When  President  Rutherford  B.  Hayes  signalized 
the  end  of  Reconstruction  by  removing  the  last  of  the  federal  troops  from  the  South  in 
1877,  it  may  have  seemed  like  redemption  to  white  southerners,  but  it  seemed  like  the 
same  old  repression  to  blacks,  for  it  meant  a  renewed  and  still  harsher  inequality  for 
them. 

All  seventeen  of  the  southern  states  and  Washington,  D.C.  reinstituted  new  and 
more  severe  Black  Codes,  regulating  association  among  the  races  in  public  places, 
conveyances,  theaters,  and  hotels  and  relegating  Negroes  to  an  inferior  status  in  all 
cases,  including,  of  course,  segregated  schools.  So  by  1880  the  southern  states  had 
achieved  in  practice  segregated  schools  for  Negroes  (though  the  constitutions  in  some 
states  were  not  changed  until  the  1890s),  while  most  northern  states  were  deciding  in 
favor  of  legally  integrated  schools,  either  by  legislative  action  or  judicial  decision.  A 
nation  half  integrated  and  half  segregated  led  to  an  insidious  disjunctivitis  on  a 
national  scale,  a  disease  that  was  to  continue  to  undermine  the  social  health  of  both 
halves. 

The  Supreme  Court  had  forecast  its  eventual  support  for  redemption  when  it 
declared  the  Civil  Rights  Act  of  1875  to  be  unconstitutional  on  the  grounds  that  the 
federal  government  could  not  protect  citizens  from  discrimination  against  each  other 
on  the  basis  of  race  or  color  and  that  states  could  be  held  in  check  only  with  respect  to 
civil  rights  (hke  voting)  and  not  social  rights  (like  frequenting  restaurants  and  hotels). 
When  it  came  to  matters  of  legal  separation,  the  test  was  to  be  equality,  not 
integration. 

Efforts  to  break  down  the  Jim  Crow  laws  in  transportation  and  education  were 
met  by  decisions  of  state  and  federal  courts  upholding  the  principle  that  segregation 
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was  legal  so  long  as  equal  facilities  for  both  races  were  maintained.  This  doctrine  went 
back  at  least  as  far  as  the  Roberts  school  case  in  Boston  in  1849  when  the  supreme 
court  of  Massachusetts  decided  that  Boston  could  maintain  a  segregated  school  system. 
The  separate  but  equal  doctrine  was  firmly  incorporated  in  Plessy  p.  Ferguson  in  1896 
when  the  United  States  Supreme  Court  upheld  the  right  of  railroads  to  segregate 
passengers  according  to  race  so  long  as  equal  facilities  were  provided-  The  Plessy  case, 
setting  a  seal  of  approval  upon  the  power  of  states  to  deal  with  civil  rights  free  from 
federal  intervention,  provided  the  legal  precedent  for  segregated  public  schools  until 
the  middle  of  the  twentieth  century.  In  1899  the  case  of  Cimming  v.  Board  of 
Education  applied  the  separate  but  equal  doctrine  to  public  schools. 

Repression  (1890s  to  1920s)  As  the  nineteenth  century  turned  into  the  twentieth 
century  the  American  dream  of  equality  turned  into  the  nightmare  of  repression.  The 
three  R’s  of  sixty  years  of  postbellum  education  for  blacks  in  the  South  could  be 
summed  up  as  follows: 

Reconstruction  integrated  and  equal  schools 

Redemption  separate  but  equal  schools 

Repression  separate  but  unequal  schools 

The  disjunctive  disease  was  running  its  course  with  ever  more  devastating  effects. 
Generations  of  black  children  were  being  taught  what  it  meant  to  be  inferior  and  were 
learning  the  lessons  perforce.  Generations  of  wliite  children  were  being  taught  what  it 
meant  to  be  a  superior  race  and  were  learning  the  lessons  only  too  well.  In  the  South 
as  a  whole  expenditures  that  had  been  approximately  in  the  proportion  of  S3  for 
whites  and  S2  for  blacks  in  the  1870s  became  by  1930,  $7  for  white  and  $2  for  blacks. 
No  matter  what  the  laws  said  or  what  the  courts  said  the  practice  w^as  clearly  not  only 
separate  but  also  unequal. 

Despite  the  efforts  of  some  forward-looking  southerners  and  humanitarian 
northerners,  the  Negro  schools  continued  to  be  a  disgrace  in  a  democratic  nation,  a 
massive  roadblock  in  the  way  of  modernity.  White  teachers  received  little  enough  in 
salaries;  black  teachers  received  a  pittance,  averaging  S1500  a  year  in  some  states.  In 
1910  no  rural  Negro  school  included  an  eighth  grade;  no  Negro  school  provided  as 
much  as  two  years  of  high  school  Elementary  schools  operated  about  four  months  a 
year,  taught  by  teachers  with  an  eighth-grade  education.  By  1900  compulsory- 
attendance  laws  were  not  to  be  found  in  any  southern  state.  Less  than  half  of  all  the 
children  in  the  South  actually  attended  schools,  and  only  one  out  of  every  seventy 
who  started  the  first  grade  ever  reached  the  eighth  grade.  The  modern  trends  toward 
universal,  free,  and  compulsory  education  were  being  thwarted  by  the  forces  of  social, 
political,  and  educational  tradition. 

Once  it  was  clear  that  the  Reconstruction  ideal  of  integrated  and  equal  educa¬ 
tion  was  unattainable  under  the  political  conditions  of  redemption,  and  once  it  was 
equally  clear  that  even  the  redemptive  ideal  of  separate  but  equal  education  was  not 
going  to  be  honored  by  the  white  majorities  in  the  southern  states,  those  concerned 
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OTth  Negro  education,  both  northern  and  southern,  white  and  black,  had  to  decide 
what  to  do  under  the  repressive  practices  of  separate  and  unequal  education  During 
the  fifty  years  of  repression,  the  predominant  response  of  the  promoters  of  Negro 
educatiL  was  to  accept  the  conditions  under  which  Southern  white  m^orities  would 
permit  Negro  education  at  all  and  then  to  persuade  them  to  support  it  This  attitude  of 
Lommodation  or  compromise  has  been  termed  the  “great  detour  by  Henry  Men 
Bullock  of  Texas  Southern  University  in  his  prize-winmng  historical  study  of  Negro 

educahon-chief  spoj^esman  for  the  moderate  response  was  Booker  T.  Washing¬ 

ton  who  founded  Tuskegee  Institute  on  the  model  of  his  mentor,  General  Samuel 
Chapman  Armstrong,  the  founder  of  Hampton  Institute.  Armstrong’s  humamtanan- 
ism,  strongly  tinged  with  paternalistic  attitudes  of  racial  superionty,  led  him  to  argue 
that  the  differences  between  the  races  meant  that  there  should  be  a  different  and 
special  kind  of  education  for  Negroes.  This  special  education  should  be  an  industnd 
education  to  fit  Negroes  for  the  kinds  of  jobs  they  were  to  fill  m  a  segregated 
society-practical  courses  leading  to  the  skiUed  trades,  and  moral  education  leading  to 
the  virtues  of  hard  work,  frugality,  thrift,  and  honesty  characteristic  of  the  Puntan 


ethic.  ,  . 

Booker  T.  Washington  echoed  these  sentiments  publicly  for  many  years,  becom¬ 
ing  the  symbol  of  the  moderate  and  reasonable  Negro  leader  who  was  wiUmg  to 
eschew  the  radical  Reconstruction  doctrine  of  equality  and  integration  and  ready  to 
work  to  expand  educational  opportunities  for  Negroes  under  the  segregated  system. 
This  meant  a  strong  emphasis  upon  useful  industrial  education  as  the  prime  means  to 
economic  sufficiency  for  Negro  workers  and  a  stress  upon  the  value  of  the  dignity  o 
labor  as  the  means  to  proving  merit  and  achievement  as  the  principal  road  to  economic 
efficiency  in  a  segregated  social,  economic,  and  political  system. 

The  merits  of  this  educational  response  to  repression  have  been  vigorously 
debated  in  recent  years,  much  to  the  discredit  of  Booker  T.  Washingtori  and  h^ 
supporters  for  acceding  so  wholeheartedly  to  the  castelike  system  of  legal  an 
customary  segregation.  Whatever  else  may  be  said,  it  is  a  fact  that  enormous  arnounts 
of  northern  money  poured  into  the  South  from  a  number  of  new  philan 
foundations.  School  attendance  increased  rapidly  from  around  30  percent  or  Negro 
children  (age  five  to  nineteen)  in  1910  to  60  percent  by  1930;  literacy  (age  ten  and 
over)  moved  up  from  around  19  percent  in  1870  to  84  percent  in  1930;  and  an 
educated  black  leadership  was  being  trained  in  the  segregated  Negro  colleges. 

The  spearhead  of  the  separate  Negro  education  movement  was  the  Conference 
for  Education  in  the  South,  first  convened  in  1898  at  Capon  Springs,  West  Virginia, 
which  led  to  the  policy  activities  of  the  Southern  Education  Conference  and  t  e 
financial  activities  of  the  General  Education  Board.*®  In  a  matter  of  two  decades  the 
Conference  persuaded  the  South  to  support  universal  public  education  for  whites  and 
to  provide  widespread  special  education  in  rural,  manual,  and  industrial  trades  for 
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Negroes.  Not  only  did  Rockefeller  money  pour  into  the  General  Education  Board  for 
Negro  education  in  the  South,  but  several  other  foundations  turned  special  attention 
to  the  problem.  Prominent  among  these  were  the  funds  built  by  George  Peabody, 
John  F.  Slater,  Anna  T.  Jeannes,  and  Juhus  Rosenwald. 

But  some  whites  and  some  blacks  were  never  happy  about  all  this  emphasis  upon 
vocational  education  for  Negroes.  It  smacked  too  much  of  intellectual  superiority 
toward  an  inferior  race.  Two  of  the  most  distinguished  representatives  of  both  races 
spoke  out  instead  for  an  academically  rigorous  education  for  blacks.  William  T.  Harris, 
U.S.  Commissioner  of  Education  and  noted  philosopher,  argued  strongly  for  the  same 
kind  of  intellectual  education  for  the  black  elite  as  for  the  white  elite.  This  meant  a 
college  education  in  the  classics,  the  only  really  practical  education  that  would  give 
bright  Negroes  the  kind  of  preparation  for  leading  their  fellows  out  of  the  precivilized 
state  of  slavery  into  an  advancing  Western  civilization. 

Although  not  necessarily  devoted  to  classical  education  literally  in  Greek  and 
Latin,  W.E.B.  DuBois  spoke  eloquently  for  his  fellow  blacks  on  the  side  of  an 
intellectually  rigorous  higher  education  which  would  produce  the  black  leadership 
capable  of  breaking  the  chains  of  inequality  and  segregation.  Undoubtedly  the  most 
distinguished  black  intellectual  of  the  early  twentieth  century  and  himself  educated  at 
Fisk,  Harvard,  and  Berlin,  DuBois  bitterly  attacked  the  accomodating  views  of  Booker 
T.  Washington  as  a  sell-out  to  the  repressive  caste  system  of  segregation.  To  be  sure, 
many  blacks  needed  a  technical  education  for  earning  a  living,  but  even  more 
important  is  the  need  for  higher  education  of  the  most  able  blacks,  “the  talented 
tenth,”  to  become  the  professional  leaders  of  their  people.  “Was  there  ever  a  nation  on 
God’s  fair  earth  civilized  from  the  bottom  upward?  Never.  It  is,  ever  was,  and  ever  will 
be  from  the  top  downward  that  culture  filters. Above  all,  the  highest  priority  for 
higher  education  is  to  produce  the  competent  teachers  to  man  the  schools  for  Negroes 
from  top  to  botton.  This  is  the  most  important  task  that  American  higher  education 
could  undertake  in  achieving  justice  and  equality  for  black  Americans: 

If  Hampton,  Tuskegee  and  the  hundred  other  industrial  schools  prove  in 
the  future  to  be  as  successful  as  they  deserve  to  be,  then  their  success  in  training 
black  artisans  for  the  South,  will  be  due  primarily  to  the  white  colleges  of  the 
North  and  the  black  colleges  of  the  South,  which  trained  the  teachers  who  today 
conduct  these  institutions.^® 

In  the  early  decades  of  the  twentieth  century  the  dominant  tone  of  compromis¬ 
ing  moderation  reflected  by  Washington  and  the  philanthropic  foundation  executives 
like  Bamas  Sears  of  the  Peabody  Fund  began  to  be  challenged  by  a  rising  note  of 
protest  against  the  failures  of  tlie  “great  detour”  that  was  supposed  to  lead  from  the 
paths  of  inequality  to  the  highway  of  equality  by  going  through  the  swamps  and 
byways  of  segregated  education.  To  be  sure,  more  Negro  children  were  in  schools, 

E.  Burghardt  DuBois,  “The  Talented  Tenth,”  in  The  Negro  Problem,  James  Pott  and  Co., 
New  York,  1903,  p.  45. 
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literacy  was  rising,  but  inequality  was  not  giving  way:  Negro  school  terms  were  shorter 
than  white,  school  attendance  was  smaller  (largely  because  of  a  tenant  farm  system), 
less  money  was  spent  on  Negro  schools,  teachers  salaries  were  lower,  buildings, 
equipment,  and  facilities  were  inferior,  industrial  education  was  really  artisan  training 
for  a  decaying  traditional  agricultural  way  of  life,  not  the  technical  training  needed  for 
a  modem  industrial  and  urban  way  of  life,  and  almost  everywhere  Negro  institutions 
were  qualitatively  second-  and  third-rate  compared  with  white.  The  Negro  schools 
were  performing  much  the  same  function  as  that  of  the  disjunctive  primary  schools  of 
Europe,  perpetuating  a  lower  class,  not  to  say  a  caste  system  for  the  maintenance  of  a 
traditional  society. 

Restitution  (1930s  to  1960s)  After  a  decade  of  reconstruction,  two  decades  of 
redemption,  and  five  decades  of  repression,  leaders  of  the  black  community  and  their 
white  allies  began  in  the  1930s  the  drive  for  restitution,  a  return  to  the  original  ideals 
of  equality  and  freedom  envisioned  by  the  American  revolution  and  a  restoring  of  the 
practices  of  equal  and  integrative  education  that  had  been  promised  by  Reconstruc¬ 
tion.  Patience,  compromise,  and  accommodation  were  no  longer  enough.  The  promise  of 
equality  had  been  held  out  for  nearly  200  years  only  to  be  withdrawn  when  it  came  to 
practice  in  education.  Now,  increasing  numbers  of  black  Americans  and  white  Ameri¬ 
cans  began  to  feel  that  the  time  for  restitution  of  the  promise  of  equality  had  come-in 
voting,  in  jobs,  in  housing,  in  welfare,  in  public  facilities,  and  in  education. 

Stirred  by  hopes  for  a  genuinely  new  deal  for  blacks  by  President  and  Mrs. 
Franklin  D.  Roosevelt  the  overwhelming  majority  of  black  Americans  shifted  their 
political  loyalties  during  the  1930s  from  the  party  of  Lincoln,  Sumner,  and  Recon¬ 
struction  to  the  party  of  Roosevelt  and  Truman.  President  Harry  S.  Truman’s  Com¬ 
mittee  on  Civil  Rights  issued  in  1947  its  sweeping  indictment  of  segregation  and 
discrimination  based  upon  race,  color,  creed,  or  national  origin.  The  report  entitled  To 
Secure  These  Rights  proposed  a  broad  legslative  and  educational  program  to  eliminate 
segregation  and  discrimination  from  American  life.  Although  Congress  did  not  act  on 
Truman’s  full  legislative  program,  considerable  gains  were  made  in  the  fields  of 
housing,  equal  travel  facilites,  and  voting  rights.  When  President  Truman  ordered  the 
armed  forces  to  be  integrated  in  1948  a  Democratic  president  had  finally  placed  the 
office  of  the  President  on  the  side  of  civil  rights  and  put  the  segregationists  on  the 
defensive  for  the  first  time  in  seventy-five  years. 

The  next  agencies  of  government  to  act  were  the  state  and  federal  courts, 
prompted  to  do  so  by  the  legal  attack  upon  the  inequalities  in  segregated  education 
that  began  in  the  1930s  under  the  aegis  of  the  National  Association  for  the  Advance¬ 
ment  of  Colored  People.  Under  pressure  from  the  NAACP,  some  southern  states  began 
to  equalize  facilities  and  the  salaries  of  Negro  and  white  teachers  in  their  separate 
school  systems. 

Then  the  NAACP  turned  to  higher  education,  where  it  was  felt  the  walls  of 
segregation  could  more  easily  be  crumbled.  The  details  of  this  campaign  for  legal 
restitution  of  constitutional  civil  rights  in  education  cannot  be  told  here,  but  it  began 
in  the  mid-1930s  and  climaxed  in  the  mid-1950s.  In  successive  cases  the  Supreme 
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Court  ruled  that  universities  in  several  states  had  to  pro\dde  equal  facilities  for  Negroes 
as  for  whites  under  the  equal  protection  guarantees  of  the  Fourteenth  Amendment: 
the  case  of  Gaines  at  the  University  of  Missouri  law  school  (1938);  Sipuel  at  the 
University  of  Oklahoma  law  school  (1947);  Sweatt  at  the  University  of  Texas  law 
school  (1950);  and  McLaurin  at  the  University  of  Oklahoma  graduate  school  of 
education  (1950).  As  a  result,  a  small  but  recognizable  stream  of  black  students  began 
to  flow  into  the  white  universities  of  the  South;  perhaps  as  many  as  2,000  by  1954. 
But  these  early  cases  did  not  settle  the  constitutionality  of  the  doctrine  that  public 
education  for  blacks  could  be  separate  and  still  be  equal. 

To  tills  task  the  NAACP  turned  its  efforts  in  the  early  1950s,  launching 
concerted  legal  actions  to  wipe  out  segregation  itself  in  the  public  schools  of  the 
seventeen  southern  states  and  the  District  of  Columbia  w^here  segregated  school 
systems  were  still  authorized  by  law.  In  December  1952  the  Supreme  Court  w'as 
specifically  asked  to  overthrow  the  separate  but  equal  doctrine  ofPIessy  v.  Ferguson. 
On  May  17,  1954,  the  Supreme  Court  issued  its  momentous  unanimous  decision  in 
wiiich  the  Plessy  doctrine  was  indeed  reversed  and  segregated  schools  were  declared 
unconstitutional  under  the  Fourteenth  Amendment  because  they  denied  equal  educa¬ 
tional  opportunity  to  Negro  children.  The  court  held  that  segregation  in  separate 
schools  in  and  of  itself  produced  inequality,  even  though  the  physical  facilities  and 
tangible  factors  like  salaries  might  be  equal.'^ 

Ready  compliance  was  achieved  in  orderly  desegregation  in  some  of  the  border 
states  and  in  Wasliington,  D.C.,  but  the  problem  was  by  no  means  fully  settled,  for 
even  though  the  Court’s  decision  was  a  great  and  historic  policy  statement,  reaffirming 
the  best  of  the  American  tradition  of  devotion  to  equality  of  educational  opportunity, 
it  met  with  open  defiance  in  many  parts  of  tlie  South.  The  attitudes  inculcated  for  200 
years  would  not  be  easily  or  quickly  changed. 

From  the  mid-1950s  the  confrontation  over  civil  rights  spilled  from  the  courts  to 
the  campuses,  the  schools,  the  restaurants,  the  buses,  the  streets,  and  the  countryside 
of  the  South.  Both  sides  announced  “massive  resistance.”  The  blacks  undertook 
nonviolent  resistance  to  the  repression  of  segregation.  The  wdiites  undertook  legal 
resistance  and  on  occasion  violent  opposition  to  what  they  claimed  to  be  the  invasion 
of  the  rights  of  the  states  by  the  federal  government.  Hundreds  of  White  Citizens 
Councils  were  formed,  101  Southern  Congressmen  signed  a  manifesto  pledging  to 
reverse  the  school  desegregation  decision,  and  the  Ku  Klux  Klan  made  yet  another 
appearance. 

Martin  Luther  King  emerged  as  the  leader  of  the  nonviolent  mass  civil  rights 
movement  which  rose  to  national  consciousness  with  the  Montgomery  bus  boycott  in 
1955  and  sw^elled  in  power  and  effect  until  the  march  on  Selma  in  1965.  Violence 
broke  over  the  campuses  and  schools  as  crowds  of  white  resisters  as  well  as  state 
officials  opposed  the  entrance  of  black  students  to  the  educational  institutions. 
Authurine  Lucy  w^as  driven  away  from  the  University  of  Alabama  in  1956;  and  black 
children  were  turned  back  from  schools  in  Baltimore,  Maryland,  Sturgis,  Kentucky, 

Brown  v.  Board  of  Education,  347  l)-S.,486  (May  17,  1954). 
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Mansfield,  Texas,  Qinton,  Tennessee,  and  Little  Rock,  Arkansas,  to  name  only  a  few 
that  hit  the  national  headlines.  Finally,  President  Eisenhower  sent  federal  troops  to 
Little  Rock  in  1957  to  enforce  the  Supreme  Court’s  orders  in  a  genuine  showdown  of 
federal  and  state  power. 

In  the  early  1960s  the  tempo  of  desegregation  picked  up  and  so  did  the  violent 
resistance.  In  1961  it  was  Charlayne  Hunter  and  Hamilton  Holmes  at  the  University  of 
Georgia;  in  1962  it  was  James  Meredith  at  the  University  of  Mississippi,  with  two  dead. 

In  1963  it  was  rioting  and  bombing  of  a  Negro  church  in  Birmingham  and  Medgar 
Evers  assassinated  in  Jackson,  Mississippi.  In  1968  it  was  the  assassination  of  Martin 
Luther  King.  From  1963  on,  demonstrations  erupted  in  the  northern  ghettoes,  and  the 
riots  of  the  cities  in  the  summers  of  1966  and  1967  surpassed  all  previous  violence  in 
the  South.  The  impatience,  the  frustration,  the  anger  were  welting  up  over  the  whole 
country.  It  looked  for  a  while  as  if  decisions  would  be  made  in  the  streets  and  the  jails 
rather  than  in  the  courts  or  in  Congress. 

But  the  legal  confrontation  on  matters  of  education  continued  into  the  1960s 
with  slow  but  general  success.  In  fact  by  the  end  of  the  decade  the  educative  effect  of 
the  law  in  persuading  white  public  opinion  to  accept  desegregation  in  the  South  turned 
out  to  be  remarkably  significant.  A  decade  that  began  with  the  governors  of  Alabama, 
Mississippi,  and  Georgia  “standing  in  the  school  house  door”  to  bar  the  entrance  of 
Negro  children  ended  with  the  governor  of  Virginia  escorting  his  own  thirteen-year-old 
daughter  to  the  John  F.  Kennedy  high  school  in  Richmond,  opening  in  September 
1970  with  70  percent  black  children  and  30  percent  white. 

The  year  1964  was  a  turning  point  in  the  progress  of  desegregation,  a  full  ten 
years  after  the  Supreme  Court’s  major  decision.  Now  the  Congress  finally  got  into  the 
act.  The  progress  in  Congress  seemed  to  be  excruciatingly  slow  for  those  civil  rights 
reformers  who  thought  the  Supreme  Court  had  settled  the  matter  in  1954,  but  the 
Senate  filibuster  seemed  invincible.  The  first  halting  step  in  seventy-five  years  led 
eventually  to  the  Civil  Rights  Act  of  1957  which,  reminiscent  of  the  Civil  Rights  Act 
of  1875,  could  be  passed  only  after  the  school  desegregation  provisions  were  deleted. 
But  the  momentum  continued  to  build  up,  under  pressure  from  President  Lyndon 
Johnson  and  from  the  emergence  of  new  and  more  aggressive  civil  rights  organizations, 
the  Southern  Christian  Leadership  Conference,  the  Student  Nonviolent  Coordinating 
Committee,  and  the  Congress  for  Racial  Equality  as  well  as  a  more  activist  stance  by 
the  NAACP  and  the  National  Urban  League.  The  momentous  March  on  Washington 
led  by  Martin  Luther  King  in  1963  provided  an  urgent  setting  for  the  historic 
breakthrough  which  came  when  the  fihbuster  was  finally  broken  and  the  Civil  Rights 
Act  of  1964  was  passed. 

This  Civil  Rights  Act  now  put  all  three  branches  of  the  federal  government 
behind  the  drive  for  black  equality  in  education.  Title  IV  authorized  the  Justice 
Department  to.  initiate  law  suits  on  behalf  of  individuals  to  compel  compliance  with 
desegregation  in  the  schools  and  to  give  assistance  to  school  districts  in  desegregation; 
and  Title  VI  put  financial  teeth  into  the  operation  by  authorizing  the  withholding  of 
federal  funds  from  state  or  local  agencies,  including  school  districts,  that  continued  to 
discriminate.  This  last  provision  turned  out  to  be  especially  significant  in  the  light  of 
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the  passage  of  the  Elementary  and  Secondar>^  School  Act  of  1965  which  poured  new 
federal  funds  into  the  nation’s  schools  for  disadvantaged  children,  most  of  whom 
belong  to  black  or  ethnic  minorities.  And  the  consensus  was  building  up  overwhelm¬ 
ingly  on  the  side  of  the  federal  authority  against  state’s  rights.  The  450  resolutions, 
legislative  acts,  and  other  actions  of  the  southern  states  to  slow  down  or  erode 
desegregation  were  slowly  but  surely  nullified  by  federal  courts.  Of  especial  signifi¬ 
cance  was  the  decision  of  the  Supreme  Court  in  1964  that  the  closing  of  public  schools 
in  Prince  Edward  County,  Virginia  to  avoid  integration  was  unconstitutional  as  was  the 
payment  of  tuition  grants  to  white  private  schools  that  were  set  up  after  the  public 
schools  were  closed.^^ 

In  the  course  of  the  next  half  dozen  years  the  pace  of  desegregation  in  the  South 
picked  up  remarkabley  despite  the  foot  dragging  and  guerrilla  warfare  of  delay  and 
opposition.  Ten  years  after  the  Supreme  Court’s  decision  the  eleven  states  of  the  deep 
South  in  1965  had  enrolled  only  6  percent  of  Negro  pupils  in  desegregated  classes;  in 
1971  it  was  39  percent  and  virtually  all  of  the  slow-moving  school  districts  in  the  old 
South  had  submitted  plans  to  desegregate.  The  Supreme  Court  had  become  increas¬ 
ingly  impatient  with  the  delay.  In  October  1969,  it  changed  its  1954  command  to 
desegregate  schools  “with  ail  deliberate  speed”  to  “end  segregation  at  once.”^^ 

As  the  decade  of  the  1960s  ended,  it  became  clear  that  the  fact  of  separation 
was  outlasting  the  outlawing  of  legal  segregation.  The  most  active  scene  of  the  problem 
shifted  from  the  legal  segregation  of  the  South  to  the  de  facto  segregation  of  the 
northern  urban  centers.  As  might  be  expected  some  courts  said  the  schools  themselves 
cannot  do  anything  about  de  facto  segregation  when  it  results  from  residential  patterns 
that  produce  all  white  or  black  neighborhoods,  but  other  courts  said  that  if  neighbor¬ 
hood  schools  result  in  segregation  then  they  must  be  modified  or  abandoned.  The 
most  common  method  of  modifying  was  to  transport  children  by  bus  from  one  school 
to  another  to  achieve  proportions  in  ail  schools  that  approximated  the  racial  propor¬ 
tion  in  the  school  district  or  community  as  a  whole.  In  April  1971  the  Supreme  Court 
decided  that  Southern  school  districts  could  constitutionally  assign  pupils  to  schools  in 
such  a  way  as  to  achieve  racial  balance  to  correct  a  previously  segregated  system.  This 
can  be  done  by  altering  attendance  zones  and  by  transporting  pupils  from  one  zone  to 
another.  The  Court  summed  up  its  history  of  a  decade  and  a  half  by  saying  that  “the 
constant  theme  and  thrust  of  every  holding  from  Brown  1  to  date  is  that  state- 
enforced  separation  of  races  in  public  schools  is  discrimination  that  violates  the  equal 
protection  clause  [of  the  Fourteenth  Amendment] .  The  remedy  commanded  was  to 
dismantle  the  dual  school  system.”^'^  This  decision  nailed  down  the  lid  on  the 
constitutional  question:  the  South  had  to  replace  its  legal  dual  system  with  a  legal 
unitary  or  integrative  system.  It  did  not  touch  the  de  facto  question  in  the  northern 
and  western  states  where  the  percentage  of  blacks  in  majority  white  schools  re¬ 
mained  at  around  27  percent  whereas  in  the  South  it  approached  40  percent. 

Griffin  v.  Prince  Edward  County  School  Board,  377  U.S,,  218  (1964). 

Alexander,  et  ah,  v.  Holmes  County  (Mississippi)  School  Board,  (1969). 

Swann  v.  Charlotte-Mecklenburg  (North  Carolina)  Board  of  Education,  402  U.S.  1,  91  S,  Ct., 
1267  (1971). 
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Meanwhile  an  explosive  political  issue  was  in  the  making  as  the  percentage  of 
blacks  in  large  northern  cities  who  attended  majority  white  schools  was  actually 
declining.  Tims  neighborhood  segregation  in  northern  city  schools  was  increasing  at 
the  same  time  that  the  South  was  making  substantial  headway  toward  desegregation.  A 
curious  ambivalance  surrounded  the  problem  of  school  busing.  In  a  nation  which  every 
dav  in  1971  transported  nearly  20  miUion  public  school  children  by  bus  (42  percent  of 
the  total),  millions  of  parents  wanted  state  aid  to  enable  their  children  to  be 
transported  by  bus  so  they  could  acquire  religious  instruction  in  Catholic  parochial 
schools  while  millions  more  did  not  want  their  children  to  be  transported  to  public 
schools’ outside  their  neighborhood  in  order  to  achieve  an  integrated  schooling  that 
would  alleviate  the  disease  of  disjunctivitis.  Not  all  minority  groups  favored  busing. 
Chinese-American  parents  in  San  Francisco  brought  suit  to  prevent  their  children  from 


being  bused  to  integrated  public  schools. 

As  the  1960s  drew  to  a  close  a  major  debate  arose  not  only  concerning  the 
constitutionality  of  using  bus  transportation  to  achieve  integrative  schools,  but  ques¬ 
tions  beoan  to  be  raised  about  the  wisdom  of  integration  itself,  this  time  by  blacks. 
Just  as  restitution  of  the  right  to  an  equal  and  integrated  education  was  being  won  m 
practice  as  well  as  principle,  the  black  power  adherents  within  the  civil  rights  move¬ 
ment  not  only  repudiated  nonviolence  as  the  prime  social  technique  of  confrontation 
but  began  to  put  integration  in  a  lower  order  of  priority  than  an  insistence  upon  black 
independence,  black  separatism,  and  black  control  of  black  institutions.  From  1965  on 
the  black  nationalism  of  Malcolm  X,  the  Black  Panthers  of  Eldridge  Cleaver,  the  black 
power  of  Stokely  Carmichael  and  H.  Rap  Brown  echoed  and  reechoed  these  demands. 

Militant  activists  thus  justified  the  running  of  schools  in  black  neighborhoods  by 
the  black  community  itself  rather  than  by  the  white  establishment  of  the  larger  school 
district;  the  appointment  of  sympathetic  black  teachers;  the  firing  of  unsympathetic 
white  teachers  despite  the  tenure  qualifications  stressed  by  the  organized  profession; 
and  the  special  emphasis  upon  the  black  experience  through  black  studies  which  could 
only  be  properly  taught  by  black  teachers.  In  September  1970  the  Congress  of 
Equality  rejected  the  goal  of  integration  and  officially  adopted  a  position  of  black 
separatism,  approving  a  public  school  plan  in  Mobile,  Alabama  that  would  provide  for 


‘‘desegregation  without  integration.”  ^  ^ 

This  separatist  movement,  termed  “withdrawal  to  resegregation  by  Bu  oc  , 
was  criticized  and  opposed  on  educational  as  well  as  racial  grounds.  James  S.  Coleman, 
the  sociologist-author  of  a  massive  study  that  showed  that  black  students  did  better 
academically  in  integrated  than  in  segregated  schools,  argued  that  integration  was  ot 
more  assistance  to  ghetto  children  than  compensatory  education.  And  Kenneth  B. 
Oark,  the  noted  black  psychologist  whose  findings  so  influenced  the  Brown  decision 
of  the  Supreme  Court  in  1954,  made  the  added  argument  that  segregated  schooling 
was  even  more  harmful  to  white  children  than  to  black.  It  instills  hypocrisy,  prejudice 
and  psychological  instability.  The  goal  of  America  for  its  bicentennial  year  in  197 
should  be  full-scale  integration  in  the  North  as  well  as  in  the  South.  “By  then  we  could 


^  James  S.  Coleman,  Equality  of  Educational  Opportunity,  U.S.  Government  Printing  Office, 

Wasiiington,  D.C.,  1966. 
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be  well  on  our  way  to  a  more  civilizeci  way  of  Imng.  We  could,  after  200  years,  free 
sensitive  young  Americans  from  the  feeling  of  need  to  rebel  randomly,  irrationally  and 
self-destructively.”^^ 

Dr.  Clark’s  views  added  a  sobering  thought  too  seldom  considered  by  white 
segregationists  who  tliought  they  w^ere  protecting  white  children  by  imposing  racial 
disjunction  or  by  black  separatists  w^ho  thought  they  w^ere  aiding  black  children  by 
seeking  racial  disjunction.  Both  failed  to  see  that  the  w^elfare  of  both  blacks  and  w^hites 
hinged  upon  achieving  a  genuinely  equal  and  a  truly  integrative  education.  The 
diagnosis  of  the  near-fatal  social  disease  of  disjunctivitis  was  persuasively  stated  by  the 
National  Advisory  Commission  on  Civil  Disorders  as  it  sought  to  discover  the  causes  of 
the  riots  that  wracked  the  cities  and  the  very  foundations  of  the  United  States  in  the 
mid-1960s.  “Race  prejudice  has  shaped  our  history  decisively;  it  now^  threatens  to 
affect  our  future.  White  racism  is  essentially  responsible  for  the  explosive  mixture 
which  has  been  accumulating  in  our  cities  since  the  end  of  World  War 
Segregated  education  has  been  at  the  root  of  these  attitudes  as  much  as  discrimination 
in  housing  and  employment.  How  can  racial  disjuncthitis  be  cured?  By  equal  and 
integrated  education  as  the  first  priority,  and  by  compensatory  education  where 
needed.  If  America  could  make  restitution  quickly  enough,  its  bicentennial  might 
become  genuinely  a  celebration  for  freedom  and  equality  as  well  as  civilized  moder¬ 
nity. 

Tlie  RedlWhtte  Strain 

Wiile  the  graph  of  black  and  white  disjunctivitis  in  American  education  was  rising  and 
falling  in  the  century  following  the  Civil  War,  a  variant  of  the  same  disease,  a  red  and 
white  strain,  was  infecting  another  whole  sector  of  American  life.  Less  immediately 
and  directly  in  the  forefront  of  the  consciousness  of  most  Americans,  the  educational 
plight  of  the  American  Indian  was  no  less  poignant  in  its  impact  upon  the  spirit  and 
outlook  of  a  whole  people.  Because  the  Indians  were  far  less  numerous  than  the 
blacks,  were  farther  removed  from  the  major  centers  of  population,  and  had  blocked 
so  painfully  the  trails  to  the  open  lands  of  western  America,  concern  for  the  welfare  of 
the  Indian  was  less  prevalent  and  less  pronounced  than  for  the  freed  blacks.  And 
because  their  dealings  were  largely  with  the  federal  government  itself  and  their  sense  of 
common  identity  so  weakly  developed,  the  Indians’  efforts  at  self-help  were  either  less 
efficacious  or  longer-delayed  than  those  of  black  Americans. 

In  the  years  following  the  end  of  the  Civil  War  the  Plains  Indians  continued  to 
resist  the  encroachment  of  settlers  upon  the  lands  west  of  the  Mississippi  which  they 
believed  were  rightfully  theirs  and  which  had  been  assigned  to  them  by  treaty  after 
treaty  with  the  federal  government.  However,  by  1890  when  effective  military  resis¬ 
tance  closed,  most  Indians  had  been  pushed  back  within  reservations  defined  by  the 
federal  government  and  for  which  tlie  government  took  formal  responsibility. 

Testimony  before  the  Senate  Select  Committee  on  Equal  Educational  Opportunity,  The  New 
York  Times,  April  21,1 970,  p.  31 . 

Report  of  the  National  Advisory  Commission  on  Civil  Disorders,  U.S.  Government  Printing 
Office,  Wasliington,  D.C.,  1968,  p.  5. 
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As  the  Indians  began  to  make  do  on  the  reservations,  their  plight  attracted  the 
attention  of  religious  humanitarians  who  preached  the  need  for  Christianizing  and 
civilizing  the  Indians,  as  they  had  done  for  black  Americans  and  for  Africans  and 
Asians  in  their  own  homelands.  They  even  convinced  President  Ulysses  S.  Grant  to 
assign  the  reservations  to  the  several  denominations  which  ran  them  virtually  as  their 
own  private  religious  domains. 

In  1887  a  new  policy  was  enunciated  in  the  General  Allotment  Act,  or  Dawes 
Act.  Viewing  the  reservations  as  unwarranted  prisons  for  the  Indians,  the  act’s 
sponsors  sought  to  free  the  Indians  from  their  constrictions  so  that  they  could  more 
quickly  drop  their  tribal  ways  and  become  civilized.  They  argued  that  the  best  way  to 
assimilate  Indians  into  American  life  was  to  make  them  into  citizen  farmers  by 
breaking  up  the  common  tribal  lands  of  the  reservations  and  allotting  separate  plots  to 
individual  Indians  who  could  gain  full  title  after  twenty-five  years.  The  trouble  was 
that  many  Indians  did  not  want  to  become  farmers  or  did  not  know  how  to  farm.  In 
any  case  white  promoters  managed  to  deprive  the  Indians  of  most  of  their  lands.  A 
total  of  138  million  acres  of  Indian  lands  in  1887  had  dwindled  under  the  Dawes  Act 
to  48  million  in  1932. 

Reprehensible  as  the  economic  treatment  of  Indians  was,  the  massive  deprivation 
of  the  Indians’  sense  of  dignity  and  self-respect  was  even  worse.  Prey,  on  one  side,  to 
the  sordid  and  mercenary  dealings  of  private  entrepreneurs  as  well  as  by  bureaucratic 
hirelings  in  the  Indian  Service,  and,  enveloped,  on  the  other  hand,  by  the  self-righteous 
and  self-serving  piety  of  zealous  missionaries,  the  Indians  could  take  Mttle  hope  from 
the  education  they  had  been  promised.  By  and  large,  they  were  subjected  to  an 
education  whose  main  purpose  was  to  assimilate  them  into  American  life  by  inducing 
them  to  give  up  their  Indianness  and  accept  the  teachers’  values  of  white  Christian 
middle-class  Americanism.  For  some  fifty -eight  years  following  the  Civil  War  this  was 
the  prime  goal  of  educational  effort. 

Three  principal  types  of  special  schools  undertook  the  task.  Mission  schools  run 
by  Catholic  and  Protestant  denominations  under  contract  with  the  government  domi¬ 
nated  the  1870s  and  1880s.  They  concentrated  on  the  three  R’s,  some  vocational  and 
agricultural  education,  and  of  course,  religion.  They  often  were  taught  in  the  Indians 
languages  as  the  best  way  to  lead  them  to  conversion.  This  subsidy  of  sectarian 
education  by  government  was  one  of  the  outstanding  violations  of  the  doctrine  of 
separation  of  church  and  state  which  was  gaining  ground  in  the  rest  of  the  country.  In 
1917  these  arrangements  for  operating  Indian  mission  schools  at  government  expense 
were  ended. 

In  the  1880s  and  1890s  government  day  schools  run  by  the  Bureau  of  Indian 
Affairs  on  the  reservations  began  to  outdistance  the  mission  schools  in  number  and 
influence.  They  were  universally  taught  in  English  in  order  to  speed  up  assimilation 
through  the  learning  of  non-Indian  knowledge,  skills,  and  values.  In  addition  to  the 
government  reservation  day  schools,  a  number  of  boarding  schools  were  established  off 
the  reservations  with  support  from  the  Bureau  of  Indian  Affairs  (some  eight  of  them 
by  1887).  Many  educators  felt  that  the  quickest  and  most  efficient  way  to  transform 
the  Indian  child  into  an  American  was  to  remove  him  from  his  tribal  setting,  give  him 
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strict,  even  military,  discipline,  combine  work  with  study,  and  saturate  Mm  with 
English  language  and  civilized  customs.  The  most  influential  of  these  schools  was  at 
Carlisle,  Pennsylvania,  founded  in  1879  by  General  Richard  Henry  Pratt  who  was  an 
aggressive  and  unrelenting  assimilationist,  devoted  in  Ms  way  to  the  transformation  of 
Ms  wards.  “Kill  the  Indian,  and  save  the  Man”  was  the  epitome  of  Ms  educational  goal, 
helping  the  cMld  to  vanish  as  an  Indian  and  reappear  as  an  American. 

In  the  early  decades  of  the  twentieth  century  the  spirit  of  progressive  reform 
that  began  to  appear  in  so  many  aspects  of  American  life  found  expression  in  the  rise 
of  Pan-Indianism,  an  effort  to  find  a  common  identity  that  transcended  tribes  and  led 
to  a  future  in  which  the  Indian  could  find  pride  in  Ms  Indianness  and  stil  come  to 
terms  with  the  modernizing  Western  civilization  of  America.^^  However  wanting  in 
other  respects  they  may  have  been,  the  boarding  schools,  especially  at  Carlisle  and 
Hampton,  had  made  it  possible  for  a  cadre  of  young  Indians  to  receive  an  education  in 
English  that  enabled  them  to  communicate  with  one  another  and  to  exert  leadership  in 
the  kind  of  intellectual  association  and  national  organization  that  eventually  could 
promote  fundamental  change  in  the  Indian  condition.  An  important  spearhead  in 
reform  ideology  was  the  Society  of  American  Indians,  founded  in  1911,  whose 
middle-class  and  professional  leadersMp,  pride  of  race,  and  commitment  to  democratic 
political  methods  paralleled  those  of  the  National  Association  for  the  Advancement  of 
Colored  People. 

In  the  1920s  the  climate  of  the  Indian  environment  began  to  change.  In  1924 
the  Snyder  Act  conferred  citizensMp  upon  all  Indians,  and  attention  was  drawn  to  the 
shortcomings  in  the  administration  of  Indian  Affairs,  including  of  course  Indian 
education.  Then  reform  became  official  poMcy  in  the  New  Deal,  symbolized  by  the 
Indian  Reorganization  Act  of  1934  (Wheeler-Howard  Act)  administered  by  John 
Collier  as  Commissioner  of  Indian  Affairs.  The  allotment  policy  of  the  Dawes  Act  was 
ended,  self-government  by  tribes  was  promoted,  revival  of  Indian  culture  was  en¬ 
couraged,  and  educational  facilities  improved.  Assimilation  was  still  the  ultimate  goal, 
but  it  was  now  to  be  accomplished  by  the  retaming  of  such  elements  of  their 
traditional  culture  as  the  Indians  themselves  wished  to  retain. 

Once  again,  however,  a  major  setback  occurred  under  the  Eisenhower  adminis¬ 
tration  when  a  resolution  of  Congress  in  1953  declared  its  intention  to  terminate 
federal  relations  with  Indians  as  soon  as  possible  in  order  to  speed  assimilation.  This 
would  mean  that  tribal  lands  would  no  longer  be  tax-exempt  and  the  tribes  themselves 
would  be  dismantled  under  allotment  plans.  Despite  the  reversal  and  dismay  it  caused, 
tMs  policy  was  never  carried  through,  and  the  1960s  saw  a  rapid  upswing  in  attention 
to  Indian  affairs.  The  Kennedy  administration  reaffirmed  the  Collier  policies  under 
Phileo  Nash  in  1961,  and  the  American  Indian  CMcago  Conference  of  ninety  tribal 
groups  declared  that  education  was  the  key  to  the  salvation  of  the  Indian  people.  In 
July  1970  President  Nixon  formally  renounced  the  1953  policy  of  forced  termination 
and  reaffirmed  the  integrity  and  right  to  existence  of  all  Indian  tribes  and  Alaskan 

^For  an  originai  analysis,  see  Hazel  W.  Hertzberg,  The  Search  for  an  American  Indian  Identity; 
Modern  Pan-Indian  Movements,  Syracuse  University  Press,  Syracuse,  N.  Y.,  1971. 
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native  governments.  Not  only  must  the  relationship  between  the  government  and  the 
Indian '"communities  not  be  abridged  without  the  consent  of  the  Indians,  but  the 
communities  must  be  given  control  over  the  federally  funded  programs  of  education, 
including  membership  on  school  boards. 

The  decade  of  the  1960s  was  a  period  of  extraordinarily  rapid  growth  in  Indian 
education.  The  National  Study  of  American  Indian  Education  conducted  by  Robert!. 
Haviglrurst  of  the  University  of  Chicago  for  the  Office  of  Education  detailed  the 
growth  as  well  as  some  of  the  problems.  Indian  children  in  1970  were  predominantly 
in  public  schools  (63  percent)  with  31  percent  in  government  schools  conducted  by 
the  Bureau  of  Indian  Affairs  (half  in  boarding  schools  and  half  in  day  schools),  and  6 
percent  in  mission  schools.  The  report  recommended  that  the  boarding  schools  be 
eliminated  for  elementary  school  age  children,  but  they  probably  would  still  be  needed 
for  such  isolated  communities  as  the  Navaho  and  Alaskans.  The  most  striking  expan¬ 
sions  in  the  decade  of  the  1960s  were  the  growth  of  the  Indian  population  in  urban 
centers  (30  percent  in  1960;  38  percent  in  1970)  and  the  proportion  of  young  people 
going  through  secondary  school  and  on  to  college:  55  percent  of  the  age  group 
finished  high  school;  20  percent  entered  college  and  another  10  percent  entered  other 
types  of  post-high-school  institutions;  and  5  percent  graduated  from  four-year  col¬ 
leges.^®  These  are  relatively  high  proportions  of  attendance  in  comparison  with  other 
American  low  income  groups. 

But  the  attendance  numbers,  of  course,  do  not  solve  the  problems  of  education 
of  Indians.  If  anything,-  they  simply  bring  tlrem  into  the  mainstream  of  American 
educational  problems:  rural-oriented  youth  transferred  to  an  urban  environment  that 
is  more  alien  and  hostile  than  the  reservation  and  more  contemptuous  of  poor 
vocational  skills;  a  curriculum  that  pays  virtually  no  attention  to  the  Indian  heritage; 
teachers  who  have  little  training,  understanding,  or  appreciation  of  the  special  need  for 
respect  and  dignity  of  a  people  who  must  be  able  to  move  skillfully  between  the 
traditional  culture  of  tribal  folk  society  and  a  modern  urban  civilization  and  be  able  to 
find  values  in  both. 

77te  La  RazajAnglo  Hypertension 

A  third  minority  group  whose  treatment  by  the  dominant  American  majority  pro¬ 
duced  a  debilitating  educational  disjunctivitis  was  La  Raza.  Standing  in  numbers  in 
1970  between  the  23  million  black  Americans  and  the  800,000  American  Indians  were 
the  1 0  million  Americans  with  Spanish  surnames.  Only  the  Indians  have  been  on  the 
North  American  continent  longer  than  the  Spanish-speaking  peoples,  but  the  latter’s 
plight  in  educational  discrimination  was  the  latest  to  come  to  national  consciousness  in 
the  United  States.  Despite  the  presence  of  Spanish-speaking  peoples  for  more  than  400 
years  within  what  is  now  the  continental  United  States,  their  confrontation  with  the 
dominant,  English-speaking  Americans  is  only  a  little  more  than  150  years  old,  and  for 
most  of  that  time  it  was  largely  a  regional  matter  of  the  American  Southwest 


^®The  National  Study  of  American  Indian  Education,  Robert  J.  Havighurst,  Dirrctor,  T 
Education  of  Indian  Children  and  Youth,  Summary  Report  and  Recommendations,  Center 
Urban  and  Regional  Affairs,  University  of  Minnesota,  Minneapolis,  December  1970,  pp-  4.3-4b. 
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(principally  tlie  present  states  of  Texas,  New  Mexico,  Arizona.  Colorado,  and  Cali¬ 
fornia). 

Althoiigli  La  Raza  was  in  the  process  of  formation  from  the  time  of  arrival  of 
the  Spaniards  in  Mexico  in  the  1530s  it  was  not  until  the  early  1800s  that  they  came 
face  to  face  witli  the  English-speaking  Anglo-Americans.  La  Raziz  (literally,  “the  race", 
but  meaning  ‘‘my  people”)  is  a  term  that  points  to  the  mingling  of  traditions  that 
arose  from  the  encounter  of  Spanish  and  Amerindian  peoples  in  the  New  World,  a 
heritage  in  which  tiie  Spanish  language  and  culture  play  a  prominent  role.  It  embraces 
tlie  descendants  of  Spaniards  who  did  not  mix  ethnically  with  Indians,  of  Indians  who 
did  not  mix  with  Spaniards,  and  of  those  who  did.  It  includes  Mexican-xAmericans, 
Puerto  Ricans,  Cubans,  and  other  Latin  Americans  who  have  settled  in  the  United 
States.  Hie  term  now  carries  not  only  an  ethnic  and  cultural  connotation,  but  also  a 
sense  of  belonging  and  pride  in  a  common  tradition  and  destiny  as  distinguished  from 
Anglos,  native  English  speakers. 

From  the  time  when  La  Raza’s  civilization  was  carried  above  the  Rio  Grande  in 
the  late  sixteenth  century.  New  Mexico  was  the  heartland  of  the  interior  provinces  of 
Mexico  under  Spanish  rule  for  over  a  century.  Then  La  Raza  pushed  into  Texas  after 
1700  and  to  California  after  1769.  In  each  case  the  educational  enterprise  was 
conducted  by  Spanish  missionaries.  Following  the  Louisiana  Purchase  of  1803,  Anglos 
from  the  United  States  began  to  push  into  the  Soutlwvest,  at  first  encouraged  by  the 
newly  independent  Mexican  government  in  the  early  1820s,  but  the  welcome  was 
short-lived.  As  a  result  of  Texan  independence  from  Mexico  in  1836  and  the  war 
between  Mexico  and  the  United  States  that  ended  in  1848,  the  Spanish-speaking 
Mexicans  above  the  Rio  Grande  became  Mexican-Americans,  a  conquered  people  in 
their  former  homeland.  The  Treaty  of  Guadalupe  Hidalgo  of  1848  guaranteed  the 
rights  of  American  citizenship  to  tliose  Mexicans  wdio  chose  to  remain  north  of  the 
Rio  Grande,  but  the  promise  of  equal  riglits  went  unfulfilled  over  a  century  in  which 
Mexican-Americans  were  deprived  of  equal  access  to  political,  economic,  social,  and 
educational  opportunity. 

Sorry  as  the  educational  performance  was,  it  had  less  to  do  with  legal  discrimina¬ 
tion  and  segregation  in  the  schools  than  was  the  case  with  blacks  in  the  South.  More 
important  was  the  discrimination,  both  intended  and  unconscious,  against  the  Spanish 
language  and  the  cultural  traditions  of  La  Raza  as  practiced  by  the  Anglo-oriented 
educators  who  imposed  their  culture  upon  the  Mexican-Americans  of  the  Southwest 
from  the  mid-nineteenth  century  on.  One  of  the  principal  agencies  of  the  process  was 
the  public  school  system  transferred  from  the  East  and  Midwest  to  replace  the 
Catholic  mission  schools  which  had  been  the  principal  educational  arms  of  the  region 
under  Spanish  and  Mexican  rule.  Lacking  the  legal  compulsion  that  enforced  segre¬ 
gated  schools  for  blacks  in  the  South  and  lacking  the  legal  “protection”  that  provided 
special  separate  schools  for  Indians,  the  educational  discrimination  against  Mexican- 
Americans  was  largely  one  of  custom  and  attitude.  This  ranges  from  blatant  imposition 
of  Anglo  values  to  subtle  denigration  of  the  Spanish-Indian  heritage. 

After  1850,  the  Anglo-Americans  who  flooded  into  the  Southwest  came  from  a 
rapidly  modernizing  America  to  find  a  traditional  civilization  little  changed  from  the 
sixteenth  century.  As  with  colonizers  in  other  parts  of  the  world,  the  Anglos  brought  a 
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restless  and  exploitative  temper,  faith  in  the  superiority  of  their  own  institutions,  and 
contempt  for  the  backward  peoples  they  found.  Some  were  eager  to  take  advantage  of 
the  backwardness  and  proceeded  to  deprive  the  Mexican- Americans  of  enormous  areas 
of  land.  Others,  feeling  more  kindly,  brought  their  own  institutions  to  help  reform  and 
assimilate  the  culturally  deprived.  The  Roman  Catholic  Church  sent  such  reformers  as 
Archbishop  Jean  Baptiste  Lamy  to  Santa  Fe  to  build  missions  and  schools.  Secular 
reformers  established  the  public  school  systems  in  the  territories  and  in  the  new  states 
when  they  were  admitted  to  the  Union. 

Between  1910  and  1940  La  Raza  was  greatly  enlarged  as  hundreds  of  thousands 
migrated  from  Mexico  to  search  for  jobs  and  to  escape  the  unrest  of  the  Mexican 
revolution.  Most  immigrants  were  uneducated,  unskilled,  and  unwelcome  to  the 
already  established  Mexican-Americans.  Many  pushed  on  to  work  on  the  farms, 
factories,  and  railroads  of  the  upper  Midwest  and  to  take  the  place  of  laborers  from 
China  and  Japan  whose  migration  to  the  Far  West  had  been  cut  off  by  the  Chinese 
Exclusion  Act  of  1882  and  the  Japanese  agreements  of  1907. 

The  general  story  of  education  for  Mexican-Americans  was  all  too  familiar.  The 
curriculum  of  the  public  schools  was  basically  the  same  as  that  for  the  English- 
speaking  peoples  of  Anglo  United  States.  It  was  not  only  not  adapted  to  the  needs  of 
the  Spanish-speaking  children,  it  deliberately  sought  to  “kill  the  Spaniard  and  save  the 
American.”  All  cliildren  had  to  be  taught  in  English  and  to  speak  only  English  in 
school  with  punishment  meted  out  for  those  who  used  their  mother  tongue.  Naturally, 
teachers  thought  Mexican- American  children  were  inferior  intellectually,  and  naturally 
they  did  not  do  well  on  LQ.  tests  administered  in  English  and  reflecting  the  Anglo, 
middle-class,  professional  orientation  of  the  test  writers.  Naturally,  too,  the  children 
sensed  and  resented  the  disparagement  of  their  culture  and  of  them  as  individuals. 

Despite  the  inadequacies  and  failures,  however,  the  public  school  system  did 
eventually  open  up  opportunity  for  a  leadership  to  emerge,  determined  to  achieve  for 
La  Raza  the  full  promise  of  American  citizenship:  the  civil  and  political  rights  being 
demanded  by  blacks  and  Indians,  greater  educational  opportunity,  a  better  economic 
deal,  and  above  aH  a  greater  respect,  pride,  and  dignity  to  be  accorded  to  their 
heritage,  history,  and  culture  as  a  people.  From  1940  onward  the  reawakening 
accelerated,  fed  not  only  by  a  new  aggressiveness  in  the  Southwest,  but  by  an  influx 
from  Puerto  Rico  and  Cuba;  800,000  Puerto  Ricans  moved  to  the  mainland  in  a 
matter  of  three  decades.  By  the  late  1960s  more  than  80  percent  of  all  persons  with 
Spanish  surnames  were  living  in  cities,  and  70  percent  lived  in  three  states,  New  York, 
Texas,  and  California.  The  problems  of  La  Raza  were  no  longer  regional  but  national. 
The  urbanization  that  characterized  all  of  America  and  that  was  exacerbating  the 
plight  of  all  minority  city  dwellers  now  encompassed  La  Raza— inferior  education, 
segregated  housing  patterns,  a  constricted  ghetto  life,  low-paying  jobs  or  no  jobs,  and 
cultural  deprivation,  ail  complicated,  even  more  than  for  blacks,  by  the  fact  that  their 
mother  tongue  was  a  foreign  language. 

While  the  legal  battles  over  disjunctive  education  for  La  Raza  have  not  been  so 
spectacular  as  in  the  case  of  the  Black  Codes,  nevertheless  there  has  been  a  certain 
parallel.  Begmning  about  the  same  time  as  the  black  desegregation  campaigns,  court 


the  AMERICAN  FAITH  IN  MASSIVE  EDUCATIONAL  ENDEA  VOR 


469 


cases  were  brought  in  the  1940s  by  Mexican- American  parents  who  claimed  that  even 
if  there  was  no  legal  segregation  there  was  de  facto  segregation  by  school  board 
regulation,  usage,  and  custom.^  The  courts  found  for  the  parents,  but,  as  was  so 
often  the  case  elsewhere,  practice  was  harder  to  change  than  law.  As  late  as  1970  a 
federal  judge  ruled  that  Corpus  Christ!,  Texas  was  actually  operating  a  dual  school 
system  for  Mexican-Americans  and  ordered  the  board  of  education  to  submit  a  plan 
for  desegregation  as  provided  in  the  Brown  case.^^ 

Thus  the  educational  rights  of  America’s  two  largest  identifiable  minorities  were 
linked  in  a  common  cause,  the  cause  of  stamping  out  a  disjunctivitis  that  produced 
major  imbalances  in  school  attendance,  school  achievement,  and  school  satisfaction. 
When  the  average  years  of  schooling  in  California  was  twelve  for  Anglos,  ten  for 
blacks,  and  eight  for  La  Raza,  the  disease  was  stiU  rampant.  The  imbalances  in 
attendance,  teaching  staffs,  school  board  memberships,  and  administrative  staffs  were 
documented  for  La  Raza  by  the  U.S.  Commission  on  Civil  Rights  as  well  as  for 
blacks.^^  What  is  far  more  difficult  to  document  in  human  terms  in  the  history  of 
education  is  the  de  civilization  of  La  Raza  and  the  attempts,  sometimes  successful  and 
sometimes  disastrous,  to  reeducate  a  people  nourished  in  a  traditional  civilization  but 
determined  to  live  in  a  modem  one.  This  is  the  history  of  education  that  awaits  to  be 
written.  It  is  a  story  that  has  special  particularities  for  the  minorities  of  the  United 
States  but  it  is  a  basic  part  of  the  American  phenomenon  of  educational  modemiza- 
tion. 

It  is  symbolic  that  just  as  the  Brown  case  in  1954  which  set  off  massive 
integration  of  Southern  schools  was  brought  on  behalf  of  black  children  so  was  a 
major  case  in  1971  brought  on  behalf  of  Mexican- American  children  in  the  schools  of 
east  Los  Angeles.  Both  appealed  to  the  equal  protection  of  the  laws  as  guaranteed  by 
the  Fourteenth  Amendment.  Both  were  aimed  at  curing  different  forms  of  disjunc¬ 
tivitis.  On  August  30,  1971  the  California  State  Supreme  Court  decided  in  Sen-ano  v. 
Priest  that  the  state’s  system  of  financing  public  schools  through  local  property  taxes 
invidiously  discriminated  against  poor  children  because  it  made  the  equality  of 
education  provided  in  local  schools  dependent  upon  the  wealth  of  the  local  school 
district  in  which  they  happened  to  live.  The  court  said;  “by  our  decision  today  we 
further  the  cherished  idea  of  American  education  that  in  a  democratic  society  free 
public  schools  shall  make  available  to  all  children  equally  the  abundant  gifts  of 
learning.  This  was  the  credo  of  Horace  Mann  which  has  been  the  heritage  and  the 
inspiration  of  this  country 


^See,  for  example,  Mendez  v.  Westminster  School  District  of  Omnge  County  (California)  64  K 
Supp  544,  affiiined  161  F.  2nd  744  (9th  Cir.  1941);  Delgado  v.  The  Bastrop  Independent  School 
District,  Qv.  No.  388  (D.C.  W.D.  Texas  1948). 

asneros  v.  Corpus  Christi  Independent  School  District,  Civ.  No.  68-C-95  (D.C.  S.D.  Tex.  Corpus 

Cliiisti  Div.  1970.) 

S.  Commission  on  Civil  Rights,  Mexican  American  Education  Survey,  report  1;  ^thrac 
Isolation  of  Mexican  Americans  in  the  Public  Schools  of  the  Southwest,”  Government  Printing 
Office,  Washington,  D.C.,  April  1971. 

^^John  Serrano,  Jr.,  etal.  v.  Ivy  Baker  Priest,  96  Cal,  RPTR.,  601.  (August  30, 1971). 
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Tliis  case  quickly  had  widespread  repercussions,  first  in  Minnesota  and  Texas  and 
other  states  on  federal  constitutional  grounds,  and  then  in  New  Jersey  on  grounds  that 
the  local  property  tax  system  violated  the  state  constitution.  If  the  principle  is  upheld 
in  the  Supreme  Court,  a  national  reassessment  of  the  entire  financing  of  American 
public  education  would  be  underway,  a  process  that  would  have  fundamental  reverber¬ 
ations  not  only  in  racial  and  ethnic  relations  but  in  public  financing,  taxpaying, 
housing,  welfare,  and  social  patterns  in  general. 

Fully  as  momentous  for  its  consequences,  socially  and  politically  as  well  as 
educationally,  was  a  ruling  in  January  1972  by  the  federal  discrict  court  in  Richmond, 
Virginia,  that  the  urban  Richmond  school  district  (about  70  percent  black)  be  merged 
with  two  surrounding  suburban  school  districts  (about  90  percent  white)  in  order  to 
form  one  metropolitan  school  district  in  which  the  schools  would  be  roughly  racially 
balanced  according  to  the  combined  district’s  proportions  of  two-tliirds  white  and 
one-third  black.^  If  this  approach  to  achieving  integration  and  educational  equality 
under  the  Fourteenth  Amendment  is  upheld  by  the  Supreme  Court,  it  could  mean  that 
state  authorities  in  the  northern  states  could  not  draw  school  district  lines  according  to 
residential  patterns,  thus  protecting  the  white  flight  to  the  suburbs  and  producing 
racially  imbalanced  schools  in  both  urban  and  suburban  regions.  In  other  words,  the  de 
facto  segregation  of  schools  that  follow  segregated  residential  patterns  in  the  northern 
metropolitan  areas  is  just  as  unconstitutional  as  the  de  jure  segregation  imposed  by  the 
dual  systems  of  schools  established  by  law  in  the  southern  states.  Similar  cases  were 
being  taken  in  many  metropolitan  centers  of  the  North. 

These  two  major  developments,  along  with  the  volatile  busing  issue,  promised  to 
make  1972  a  critical  year  on  the  road  to  equality  of  educational  opportunity,  possibly 
surpassing  even  that  of  the  1954  segregation  decision.  In  less  than  twenty  years  the 
South’s  disjunctive  school  system  was  largely  dismantled.  But  in  the  meantime  the 
large-scale  migrations  of  blacks  from  the  South  to  the  northern  cities  and  of  whites 
from  the  cities  to  the  suburbs  shifted  the  arena  to  the  metropolitan  regions  of  the 
entire  country.  The  explosive  mixture  of  racial  tensions,  financial  pressures  of  taxa¬ 
tion,  and  political  and  legal  issues  found  expression  in  a  case  brought  in  Denver  to 
determine  whether  the  busing  of  children  in  cities  of  the  North  is  a  constitutional 
means  of  overcoming  de  facto  segregation  as  well  as  de  jure  segregation.^®  Sym¬ 
bolically,  the  case  was  brought  on  behalf  of  both  black  and  Mexican-American  parents 
who  asked  the  courts  to  remedy  the  overwhelming  concentration  of  minority  children 
in  inner  city  schools. 

No  matter  what  the  legal  conclusion  of  all  this  ferment  may  turn  out  to  be,  the 
issues  revealed  not  only  a  determined  drive  to  realize  the  historic  goals  of  American 
equality  by  curing  the  educational  system  of  its  disjunctive  virus  but  also  a  deep 
malaise  of  fear,  racial  antipathy,  and  proneness  to  violence  and  strife  that  might  stand 
in  the  way  of  such  cure.  On  one  hand,  a  French  observer  found  great  hope  that 
Americans  would  consummate  the  social  progress  and  cultural  innovation  through 

^Bradley  v.  School  Board  of  the  City  of  Richmond,  Gv.  No.  3353  (E.D.  Va.,  January  5,  1972). 

Keyes  r.  School  District  No.  1,  Denver,  No.  70-507,  October  1971,  Term  Sup.  Ct. 
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which  they  have  set  the  pattern  for  the  modern  societies  of  the  world. On  the  other 
hand,  an  opinion  poll  in  1971  showed  that  almost  half  of  Americans  themselves  were 
afraid  that  unrest  and  violence  would  lead  to  a  real  breakdown  in  the  unity,  political 
stability,  and  law  and  order  in  the  country Wdiich  \dew  would  be  realized  in  the 
1970s  would  depend  in  no  small  degree  upon  the  resolution  of  the  educational  tensions 
that  were  coming  to  a  head  in  that  decade. 


E.  THE  IDEOLOGY  OF  MODERNITY  IN  AMERICAN  EDUCATION 

In  view  of  the  stormy  issues  surrounding  the  road  to  modernity  in  the  control  of 
education,  it  should  go  without  saying  that  the  modernization  of  pedagogy  in  the 
United  States  was  not  a  smooth  or  continuous  process.  It  would  take  volumes  to  chart 
the  course  through  the  arguments,  the  debates,  the  speeches,  the  books,  the  plans,  the 
rewsions,  the  experiments,  and  the  untold  effort  that  went  into  a  century  of  program 
planning,  proposing,  resisting,  or  just  plain  drift.  The  principal  modernist  challengers 
of  tradition  sometimes  appealed  to  the  methods  and  assumptions  of  empirical  science 
and  sometimes  to  the  methods  and  outlooks  of  the  newer  policy-oriented  social 
sciences,  but  the  major  signposts  on  the  road  to  modernity  were  clear.  The  direction  of 
the  century  was  unmistakably  toward  the  secular  and  scientific,  the  practical  and  the 
professional,  the  differentiation  and  specialization  of  knowledge,  and  empirical  re¬ 
search  on  human  behavior. 

That  distinctively  American  contribution  to  the  modernizing  of  intellectual 
outlooks  in  the  later  nineteenth  century,  the  philosophy  of  pragmatism,  marshaled 
the  broad  principles  of  evolutionary  theory  to  attack  the  hold  of  the  genteel  tradition 
on  American  education.  From  the  restless  and  expansive  temper  of  American  life  and 
from  the  example  of  Darwinism  and  the  new  sciences,  Charles  Peirce,  William  James, 
and  John  Dewey  formulated  a  pragmatic  philosophy  that  required  knowledge  to  be 
validated  by  the  tested  experience  of  human  beings  rather  than  by  appeal  to  a  remote 
authority  of  religion  or  traditional  philosophy.  As  the  nineteenth  turned  into  the 
twentieth  century  the  experimentalism  of  John  Dewey  and  his  tollowers  made  it  even 
more  difficult  for  advocates  of  a  closed  intellectual  system  and  conventional  body  of 
truth  to  hold  their  own. 

For  more  than  fifty  years  Dewey  was  the  chief  apostle  of  modernity  in 
American  pliilosophy  as  well  as  in  American  education,  heralding  a  revolt  against  the 
prevailing  religious,  disciplinary,  and  humanistic  tradition  which  ruled  elementary  and 
secondary  education  throughout  most  of  the  Western  world.  He  argued  that  schools 
should  strive  to  emphasize  moral  goals  based  upon  democratic  civic  and  social 
experience,  vocational  and  practical  usefulness,  and  individual  development  in  the  light 
of  the  rapid  modernizing  changes  that  were  taking  place  in  Western  civilization. 

^^Jean-Francois  Revel,  T/ie  New  American  Revolution  Has  Begun,  Doubleday,  New  York,  1971. 

Albert  H.  Cantril  and  Charles  W.  Roll,  Jr.,  Hopes  and  Fears  in  the  American  People,  Universe 
Books,  New  York,  1971. 
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According  to  Dewey,  education  has  two  sides,  the  psychological  and  the  social, 
neither  of  which  should  be  subordinated  or  neglected.  On  the  one  hand,  since  the  basis 
for  learning  is  the  psychological  nature  of  the  individual  child,  the  teacher  must  utilize 
the  activity  springing  from  a  child’s  nature  and  make  it  coincide  with  his  own  efforts. 
On  the  other  hand,  teachers  must  be  familiar  with  the  basic  characteristics  of  modem 
civilization  in  order  to  interpret  properly  the  child’s  activities  and  help  transfer  them 
into  socially  desirable  channels.  Education  proceeds  by  the  participation  of  the 
individual  in  interactive  relationships  with  his  fellow  human  beings.  Dewey  attacked 
both  the  older  achievement  orientation  of  formal  indoctrination  and  the  newer  type  of 
achievement  education,  which  attempted  to  train  the  individual  slavishly  for  a  specific 
adult  occupation.  He  proposed  instead  that  the  child  be  put  in  complete  possession  of 
all  his  powers,  capacities,  skills,  and  judgment.  If  there  is  any  key  to  Dewey’s 
pedagogical  theory  it  is  the  need  for  a  balanced  tension  between  achievement-oriented 
education  and  learner-oriented  education.  Education  is  an  active  process  whereby 
immediate  experience  is  continously  redirected  toward  more  significant  social  be¬ 
havior. 

Dewey  considered  the  school  as  primarily  a  social  institution;  it  is  that  organized 
form  of  social  life  in  which  are  concentrated  all  the  factors  that  will  most  effectively 
and  rapidly  bring  the  child  to  share  in  the  accumulated  knowledge  and  skills  of 
civilization-  Modifications  of  method  and  curriculum  should  consist  in  efforts  to  meet 
the  peculiar  needs  of  modem  society,  marked  by  the  application  of  science  to  the 
means  of  production  and  distribution,  by  industrial  urbanization,  and  by  rapid  means 
of  communication.  Habits  of  discipline  and  responsibility  that  were  earlier  formed  in 
an  agrarian  and  closed  family  system  of  economy  must  now  rely  upon  the  school  to 
help  mold  the  habits  and  character  of  urban  children. 

Thus  Dewey  believed  the  school  to  be  a  fundamental  formative  agency  in  social 
progress  toward  the  attainment  of  a  democratic  civilization.  In  order  to  achieve  social 
as  well  as  political  democracy  a  new  social  education  is  needed.  This  social  education 
should  endeavor  to  make  civic  and  vocational  interests  the  means  of  promoting  a  more 
satisfying  common  life,  but  the  subject  matter  and  method  of  the  school  should  also 
be  adapted  to  child  needs.  Dewey  argued  that  introducing  the  child  too  abruptly  to 
special  studies  that  have  little  relevance  for  his  own  experience  is  a  pedagogical 
mistake. 

As  the  twentieth  century  progressed,  Dewey’s  general  outlook  not  only  drew 
upon  the  philosophy  of  pragmatism  and  science  but  attempted  to  devise  a  theory  of 
education  that  would  adequately  assimilate  evidence  and  findings  from  the  new  social 
science  disciplines.  Of  prime  significance  here  were  the  concepts  of  culture  and  society 
and  their  roles  in  the  development  of  individuals.  To  understand  individual  behavior 
and  to  formulate  desirable  goals  for  education,  one  must  study  the  vital  connection 
between  the  school  and  the  civilization  in  which  it  functions.  Such  study  requires 
educators  to  turn  to  anthropology,  sociology,  political  science,  economics,  and  history 
as  social  science  aids  in  budding  the  foundations  of  American  education.  Dewey  found 
the  goals  of  the  American  form  of  Western  civilization  and  of  its  schools  to  reside  in 
the  ideals  of  democracy  and  the  inteEectual  ideals  of  free  and  disciplined  intelligence. 
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Meanwhile,  a  second  kind  of  modernizing  influence  pursued  its  persistent  course 
in  the  name  of  empirical  science.  It,  too,  gave  support  to  both  sides  of  a  dyad  that 
combined  achievement -oriented  pedagogy  with  learner-oriented  pedagogy.  Experi¬ 
mental  psychology,  as  it  developed  in  the  United  States  in  the  nineteenth  century, 
gave  close  attention  to  the  empirical  bases  of  learning,  recognizing  that  sensory,  motor, 
and  physiological  processes  greatly  affect  mental  development.  Influenced  by  the 
laboratory  methods  of  European  researchers,  by  the  theory  of  evolution,  and  by  the 
actual  experimentation  of  such  innovators  as  G.  Stanley  Hail,  Joseph  Jastrow,  James 
McKeen  Cattell,  and  Edward  Lee  Thorndike,  learner-oriented  pedagogy  received  sub¬ 
stantial  boosts  from  the  empirical  psychologist  as  well  as  from  the  pragmatic  philoso¬ 
pher. 

Believing  fully  in  the  scientific  method,  a  growing  company  of  behavioiai 
psychologists  assumed  that  human  nature  could  be  investigated  and  analyzed  by 
empirical  methods  with  as  much  precision  as  the  physical  universe  and  physical 
phenomena.  Discarding  dualistic  conceptions  of  human  nature,  they  described  man  as 
a  complicated  machine  whose  beiiavior  could  be  predicted  and  even  controlled  with  a 
high  degree  of  accuracy  and  certainty.  Man  was  therefore  looked  upon  as  an  inherent 
part  of  nature,  although  somewhat  more  complex  in  his  structure  than  the  animals. 
Even  so,  it  was  assumed  that  much  could  be  learned  about  man  from  the  scientific 
study  of  animals.  Most  American  psychologists  in  the  first  half  of  the  twentieth 
century  were  brought  up  in  the  atmosphere  of  a  scientific  behaworaiism. 

The  experimental  methods  that  had  been  envisioned  in  the  later  nineteenth 
century  developed  with  enormous  rapidity  in  various  fields  of  psychology,  learning, 
Instincts,  individual  differences,  and  emotions.  E.  L.  Thorndike  attacked  the  intro¬ 
spective  and  faculty  psychology  of  an  earlier  day.  At  Teachers  CoEege,  Columbia 
University,  he  virtually  created  educational  psychology  as  he  attempted  to  apply  the 
methods  of  the  exact  sciences  to  educational  problems.  With  the  publication  of  his 
three  monumental  volumes,  QnXiiltA  Educational  Psychology ^  in  1913,  attention  in  the 
United  States  began  to  turn  more  and  more  to  an  objective  psychology  for  the  answers 
to  problems  of  original  nature ,  learning,  and  individual  differences. 

Under  the  impact  of  Thorndike’s  connectionist  psychology,  mental  discipline 
received  a  major  setback,  especially  in  elementary  and  secondary  school  practices  of 
the  United  States.  Thorndike  argued  that  transfer  of  training  occurs  only  when  the 
content  or  the  method  of  a  school  subject  is  similar  to  the  use  to  wMch  it  is  to  be  put. 
In  other  words,  if  students  are  to  be  educated  for  specific  ends,  they  should  study 
those  subjects  which  contribute  directly  to  those  ends.  This  theory  gave  great  support 
to  the  new  scientific  and  social  studies  for  which  there  was  a  growing  demand 
throughout  the  country.  Hence,  specialized  studies  and  differentiated  courses  received 
psychological  justification.  One  more  bolt  was  firmly  fastened  in  the  accelerating 
engine  of  modernization. 

An  eminently  practical  way  in  which  the  scientific  method  was  applied  to  the 
study  of  pedagogy  was  the  measurement  movement  which  boomed  across  the  educa¬ 
tional  frontiers  in  the  1920s  and  1930s.  The  modernist  faith  in  science  was  simply 
stated:  Whatever  exists  at  all  exists  in  some  amount;  anything  that  exists  in  amount 
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can  be  measured;  and  measurement  in  education  is,  in  general,  the  same  as  measure¬ 
ment  in  the  physical  sciences.  Objective  testing  in  the  form  of  achievement  tests  in 
most  school  subjects  was  perhaps  the  most  widespread  feature  of  scientific  measure¬ 
ment  procedures  in  the  1920s  and  thereafter. 

Much  reliance  was  also  put  upon  aptitude  testing  and  the  measurement  of  the 
intelligence  quotient  (I.Q.).  Lewis  Terman  developed  and  refined  the  Binet  tests, 
making  them  suitable  for  American  use  in  the  Stanford  Revision;  Thorndike  and  others 
helped  to  develop  group  tests  of  intelligence  for  the  army  in  the  First  World  War;  and 
vast  use  was  made  of  group  tests  of  all  kinds  in  the  Second  World  War.  There  was 
much  discussion  concerning  the  permanence  of  the  I.Q.  and  the  extent  to  which  it  was 
determined  by  heredity  or  molded  by  environment.  It  was  assumed  by  many  psycholo¬ 
gists  that  intelligence  tests  measured  inherited  capacity  and  not  achievement,  but 
others  pointed  out  that  most  tests  relied  upon  some  kind  of  acquired  knowledge  as 
evidence  of  original  ability  and  that  favored  cultural  groups  Qike  the  middle  and 
professional  classes  from  which  the  testers  themselves  came)  had  a  head  start  over 
less-favored  groups.  The  battles  between  the  advocates  of  heredity  and  of  environ¬ 
ment  between  nature  and  nurture,  became  still  more  severe  when  applied  to  the 
question  of  comparative  intelligence  of  the  races,  a  subject  that  would  not  lie  still. 

Whatever  the  technical  merits  of  a  particular  controversy  the  general  trend  of 
psychological,  sociological,  and  anthropological  scholarship  of  a  hundred  years  was  to 
discount  racial  characteristics  as  determiners  of  intellect  or  educability  and  to  empha¬ 
size  the  formative  influence  of  social,  cultural,  and  educational  environments  upon 
groups  and  upon  individuals.  Differences  in  ability  ranged  more  widely  within  human 
groups  than  between  groups.  Modernity  lay  with  equalitarianism  of  inherited  ability 
among  major  racial  and  ethnic  groups,  with  differences  resulting  from  diversity  of 
cultural  development.  An  integrative  society  is  reckoned  to  be  more  modern  than  a 
disjunctive  society  that  seeks  to  perpetuate  assumed  innate  inequalities  and  inferion- 
ties. 

The  long-term  evidence  of  behavioral  psychologists  and  empirical  testers  was  on 
the  side  of  modernity  rather  than  tradition.  With  one  hand,  they  produced  the 
achievement  tests  that  fortified  with  massive  support  achievement-oriented  pedagogi¬ 
cal  practices  in  the  schools.  With  the  other  hand,  they  produced  aptitude  tests, 
intelligence  tests,  emotional  adjustment  tests,  and  clinical  tests  that  enable  educators 
to  identify  particular  learners  who  needed  the  special  attention  of  teachers,  guidance 
counsellors,  and  clinicians.  None  but  a  modem  system  of  education  has  adumbrated 
such  a  corps  of  scientific  diagnosticians  and  therapists  as  part  of  the  basic  education 
enterprise.  TraditionaHsts  often  found  these  developments  an  unnecessary,  if  not  an 
appalling,  invasion  of  intellectual  and  emotional  privacy . 

The  aggressive  drive  to  modernity  in  American  education  represented  by  t  e 
progressives,  the  pragmatists,  the  experimentalists,  and  the  behaviorists  was  met  with 

^^See  for  example,  Artliui  R.  Jensen,  ‘‘How  Much  Can  We  Boost  IQ  and  Scholastic  Achieve¬ 
ment?’’  Harvard  Educational  Review,  vol.  39.  no.  1,  pp.  1-123;  Winter  1969;  seven  psychologists 
replied  in  the  Harvard  Educational  Review,  Spring  1969,  and  Jensen  replied  to  them  in  me 
Summer  1969  issue. 
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vigorous  resistance  from  many  quarters.  The  most  vociferous  voices  in  favor  of 
traditional  educational  values  came  from  religious  leaders  of  both  Protestant  and 
Catholic  persuasion  and  from  educators  who  reaffirmed  humanistic  and  intellectu- 
aiistic  positions.  In  general  they  called  for  education  to  cultivate  the  central  signifi¬ 
cance  of  spiritual  values  in  human  personality.  New  humianists  of  a  variety  of 
persuasions  reflected  a  defensive  reaction  against  the  progress  of  modern  cmlization 
and  reasserted  the  role  of  the  great  intellectual,  literary,  and  religious  heritage  of  the 
Wbst  as  the  prime  essential  in  educational  content  and  method.  Science,  technology, 
and  the  social  sciences  were  viewed  as  diluters  of  the  traditional  formative  values  to  be 
served  by  the  humanities  in  the  educational  program. 

Gaining  wide  public  notice  in  the  1940s  and  1950s,  allies  of  literal}^  humanism, 
sometimes  known  as  intellectualists,  agreed  in  many  respects  with  the  humanists  but 
had  a  less  exclusive  interest  in  the  literary  humanities.  Believing  that  religious  doctrine 
could  not  be  the  synthesizing  agency  for  American  education,  the  intellectualists 
turned  to  the  traditional  academic  disciplines  for  their  standards  of  educational  value. 
Identifying  education  with  cultivation  of  the  intellect  they  tended  to  disparage  the 
physical  or  emotional  aspects  of  human  activity  as  proper  objects  of  education. 
Knowledge  in  its  highest  intellectual  forms  (philosophy,  religion,  and  the  humanities) 
should  serve  to  give  order  to  the  lower  forms  of  empirical  knowledge  of  practical. 
a,ffairs. 

These  fundamental  assumptions  led  intellectualists  to  decry  the  preoccupation 
of  American  education  with  scientific,  technical,  vocational,  and  professional  studies, 
with  practical  experience,  and  with  the  freedom  and  interests  of  students  as  means  to 
effective  learning.  They  outlined  what  they  believed  to  be  the  permanent  studies  that 
all  youth  should  achieve  if  they  aspire  to  be  educated  human  beings.  Primary  place  in 
liberal  education  should  be  given  to  the  reading  of  great  books,  the  study  of  formal 
grammar,  rhetoric,  logic,  and  mathematics.  When  a  student  has  acquired  competence 
in  such  basic  academic  disciplines,  they  argued,  he  will  be  fully  equipped  to  solve  the 
problems  of  practical  conduct  and  experience.  The  distinctive  function  of  school  and 
college  is,  however,  intellectual  in  nature  and  not  practical  or  moral.  An  educational 
institution  should  be  a  sanctuary  of  scholarship,  not  a  public  service  station,  nor  a 
training  ground  for  the  professions,  nor  an  assembly  line  for  the  governmental  or 
industrial  bureaucracies.^^  The  modem  world  is  too  much  with  us. 

But  it  proved  to  be  inescapable. 


F.  THE  MODERNIZATION  OF  EDUCATIONAL  PROGRAMS 

Of  the  several  modernizing  trends  that  have  characterized  American  education  since 
the  1860s  the  elementary  schools  reflected  the  learner-oriented  approach  more  than 
did  secondary  or  higher  education.  This  does  not  mean  that  all  elementary  schools 
became  child-centered  nor  that  there  was  a  unilinear  movement  in  that  direction,  but 
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the  overaU  trend  in  the  course  of  the  century  was  to  give  greater  attention  to  the 
variety  of  talents  and  capacities  of  the  children  who  trooped  in  increasing  numbers  to 
the  elementary  schools.  In  the  object  teaching  of  the  Pestalozzian  reformers  and  the 
Froebel  kindergarten  of  the  1870s,  the  child  study  movement  of  Francis  Parker  and 
G.  Stanley  Hall  of  the  1880s,  the  humanitarian  reformers  and  progressives  of  the 
1890s,  the  project  method  of  the  1910s,  the  child-centered  progressives  of  the  1920s, 
the  activity  programs  and  the  experience  curriculum  of  the  1930s  and  1940s,  the 
“discovery  method”  of  the  1950s,  and  the  informal  or  “open”  education  of  the  new 
naturalists  in  the  1960s.  the  themes  echoed  and  reechoed:  The  schools  stress  too  much 
confomity,  rote  memory,  false  competition,  irrelevant  subject  matter,  and  authori¬ 
tarian  expectations  of  rigid  achievement,  all  of  which  kill  the  child’s  spontaneity, 
curiosity,  creativity,  and  individuality.  The  cure  is  to  start  with  the  interests,  concerns, 
needs,  and  experiences  of  the  learner  and  make  the  school  more  joyful,  exciting,  alive, 
interesting,  creative,  relevant,  practical,  and  individualized. 

The  predominant  trends  to  modernity  in  American  secondary  schools  came  in 
the  form  of  practical  and  scientific  studies,  differentiated  courses  within  the  compre¬ 
hensive  high  school,  and  an  achievement  orientation  related  to  social  mobility ,  direct 
vocational  training,  and  preparation  for  college.  The  basic  fact  in  the  secondary-school 
curriculum  was  the  rapid  proliferation  in  the  number  of  studies.  No  European  country 
experienced  anything  like  it.  At  the  beginning  of  the  nineteenth  century  ten  to  twelve 
titles  would  have  covered  most  of  the  subjects  taught  in  the  academies.  By  the  end  of 
the  century  a  hundred  titles  would  not  have  done  the  same  for  the  public  high  schools. 

All  sorts  of  nonacademic  studies  entered  the  secondary-school  curriculum, 
originally  as  noncoUege  preparatory  subjects.  Manual  traimng,  industrial  arts,  home 
economics,  commercial  studies,  and  agriculture  received  their  prime  impetus  from 
vocational  and  practical  motives,  but  the  pressure  rose  to  admit  them  to  the  charmed 
college-preparatory  circle.  Naturally,  the  college  educators  began  to  worry  about  this 
unrestrained  expansion,  or  what  they  called  dilution,  of  the  secondary-school  curricu¬ 
lum.  They  saw  utter  confusion  developing  in  the  public  high  schools,  which  apparently 
were  bound  to  teach  anything  to  anyone.  When  these  ill-prepared  high  school  gradu¬ 
ates  came  knocking  at  the  doors  of  the  colleges  for  admission,  what  were  they  to  do? 
It  was  one  thing  when  the  colleges  could  count  upon  most  secondary-school  graduates 
having  studied  the  classics  and  mathematics;  it  was  disturbing  when  they  began  to 
study  such  modern  subjects  as  science,  English,  and  the  social  studies;  but  when  they 
began  to  offer  manual  training,  home  economics,  or  art  and  music,  the  colleges  felt 
that  the  line  had  to  be  drawn. 

The  high  schools  for  their  part  were  interested  in  offering  wide  and  flexible 
courses  of  study  to  their  students  who  represented  an  ever  higher  proportion  of  youth 
of  high  school  age.  The  colleges,  on  their  side,  were  more  interested  in  having  students 
come  to  them  with  certifiable  achievement  in  the  subject  matter  that  they  authorized. 
The  best  way  to  remedy  the  situation  from  the  point  of  view  of  the  colleges  was  to 
bring  order  into  the  high  schools  by  standardizing  the  high  school  curriculum  for  those 
who  wished  to  go  to  college.  This  they  set  out  to  do  in  the  way  they  knew  best,  by 
working  throu^  college  entrance  requirements.  They  tried  accrediting  systems 
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through  regional  associations  and  through  coimnittees  of  the  National  Education 
Association  dominated  by  college  educators. 

In  so  far  as  the  standardization  movement  gave  some  order  to  the  college 
entrance  chaos  that  had  been  precipitated  by  the  vast  expansion  of  secondary  educa¬ 
tion,  it  was  a  modernizing  influence,  but  in  its  effort  to  limit  college  entrance  studies 
to  the  accepted  academic  studies,  it  exerted  a  traditionalizing  brake  on  curriculum 
development.  However,  the  practical,  differentiated,  and  learner-oriented  trends  were 
not  to  be  denied.  No  other  nation  had  ever  tried  to  educate  80  to  90  percent  ot  its 
secondary  school  age  population,  let  along  try  to  do  it  in  a  comprehensive  secondary 
school.  It  was  literally  something  new  under  the  sun. 

It  meant  that  students  with  a  much  wider  range  of  social  and  economic 
background  as  well  as  of  scholastic  aptitude  were  going  to  the  public  high  schools  than 
ever  before.  It  meant  that  also  the  aim  of  college  preparation  was  no  longer  the 
dominant  purpose  of  the  high  school.  Whereas  about  75  percent  of  the  high  school 
graduates  had  gone  on  to  coUege  in  1900,  only  about  25  percent  of  high  school 
paduates  were  going  to  college  in  1950.  With  these  changes,  it  became  clear  that  the 
traditional  elite  and  relatively  exclusive  character  of  secondary  education  must  give 
way  to  a  kind  of  secondary  education  that  would  meet  the  needs  of  the  vast  majority 
of  students  it  dealt  with.  As  early  as  1917, 80  percent  of  the  pubhc  high  schools  in  the 
North  Central  Region  offered  courses  in  manual  training  and  home  economics;  more 
than  70  percent  had  typing  and  music;  and  over  40  percent,  art.  And  the  Smith- 
Hughes  Act  granting  federal  funds  for  vocational  education  was  just  being  passed  in 
that  year. 

So,  for  the  next  fifty  years  subjects  and  courses  expanded  enormously.  The  high 
schools  were  flooded  with  specialized  courses  in  English,  social  studies,  science, 
mathematics,  commercial  and  vocational  studies,  home  economics,  art,  music,  foreign 
languages,  and  physical  education,  to  say  nothing  of  driver  education,  auto  mechanics, 
or  radio  electronics.  This  multiplication  of  subjects  meant  that  the  elective  system 
became  common  practice,  and  the  subject  curricuium  of  separate,  isolated,  and 
discrete  subjects  carried  the  day.  The  University  of  Chicago  recognized  the  trend  as 
early  as  1911  by  accepting  for  entrance  three  units  in  English,  seven  units  from  the 
other  academic  fields  (mathematics,  science,  foreign  language,  and  history),  and  as 
many  as  five  units  in  any  other  high  school  subject. 

Meanwhile,  modernity  in  American  higher  education  was  symbolized  by  the  rise 
of  the  comprehensive  university  to  overshadow  the  undergraduate  liberal  arts  college, 
ha  the  large  university’s  professional,  technical,  and  graduate  schools  was  most  clearly 
to  be  seen  the  growing  predominance  of  the  secular  and  scientific,  the  practical  and 
professional,  the  differentiated  and  specialized,  and  research-mindedness. 

In  the  middle  of  the  nineteenth  century  the  four-year  college  had  been  the 
prevailing  institution  of  higher  education  in  the  United  States.  However,  by  the  middle 
of  the  twentieth  century  it  had  lost  its  unique  position,  as  the  junior  college  nibbled 
away  at  its  first  two  years  and  as  professional  and  technical  education  started  to  bite 
into  its  second  two  years.  The  professionalization  of  the  liberal  arts  colleges  was 
another  symbol  of  the  modernization  trends.  The  undergraduate  colleges  themselves 
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reflected  the  enormous  growth  of  the  sciences  in  relation  to  the  humanities,  the 
OToliferation  of  identifiable  fields  of  study  in  which  faculty  and  students  could 
specialize  and  the  reflection  of  practical  and  public  service-oriented  motivations 
among  the  educational  institutions,  the  students,  and  their  parents 

The  orowth  of  differentiated  and  specialized  fields  of  knowledge  at  the  graduate 
level  is  illustrated  by  the  fact  that  in  1900  some  250  earned  doctor’s  degrees  were 
manted  by  twenty-five  institutions.  By  1960  nearly  200  institutions  granted  some 
10  000  doctorates.  The  separate  fields  in  which  the  doctorate  was  awarded  totaled 
150  at  World  War  I  (about  forty-five  major  branches  of  learning);  they  had  grown  to 
550  in  1960  (about  sixty  to  eighty  “real”  fields)."®  The  central  fields  of  graduate 
study  leading  to  the  doctorate  were  chemistry,  history,  botany,  education,  physics, 
mathematics,  English,  economics,  philosophy,  psychology,  zoology,  geology,  and 

While  the  doctorate  was  not  supposed  to  be  a  professional  degree,  but  rather  a 
scholarly  and  learned  degree,  the  trend  was  definitely  toward  the  use  of  the  degree  in 
preparing  for  positions  in  government,  industry,  business,  and  professional  practice 
rather  than  primarily  in  university  teaching  and  research.  The  doctorate  was,  of  course, 
the  prime  certification  and  professional  requirement  for  university  and  college  posi¬ 
tions  Still  further  evidence  was  the  fact  that  professional  doctorates  amounted  to 
more  than  a  third  of  the  total  number  in  1960,  the  physical  and  biological  sciences 
more  than  a  third,  the  social  sciences  a  fifth,  and  the  humanities  about  a  tenth.  The 
trend  toward  professionalization  was  even  more  marked  at  the  master’s  degree  level, 
nearly  three-fourths  being  in  the  professional  fields  (nearly  half  in  education  alone).  At 

the  undergraduate  level  a  similar  picture  emerged. 

Technical  and  professional  education  in  the  universities  not  only  gave  greater 
attention  to  the  long-established  professions  of  law  and  medicine  but  also  began  to 
give  much  greater  recognition  to  the  newer  occupational  fields  that  were  struggling  to 
become  full-fledged  professions.  Among  these  were  agriculture,  business,  education, 
journalism,  architecture,  social  work,  nursing,  and  library  science.  The  junior  colleges 
and  community  colleges  vastly  increased  the  opportunity  for  postsecondary  education 
in  general  as  well  as  for  technical  education.  As  the  college  and  universities  expanded 
to  meet  these  practical  needs,  however,  many  critics  arose  to  attack  the  universities  for 
what  they  were  doing.  In  general,  the  critics  seemed  to  range  themselves  into  two 
opposing  groups,  the  defenders  of  tradition  and  progressives  who  argued  for  moderni¬ 
zation.  ,.  f 

The  traditionalists  who  formed  an  unbroken  link  with  the  scholarly  traditions  o 

the  past,  wished  to  preserve  as  far  as  possible  the  humanistic  conception  of  a  liberal 
education.  They  claimed  that  the  universities  had  degenerated  into  mere  semce 
stations  for  all  sorts  of  industrial,  commercial,  and  agricultural  enterprises.  They 
insisted  that  the  university  must  return  to  its  proper  function  of  scholarly  achievement 
by  improving  the  intellectual  quality  of  university  training.  On  the  other  hand,  the 

Bernard  Berelson,  Graduate  Education  in  the  United  States,  McGraw-Hill,  New  York,  1960,  pp- 
24-42. 
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modernizers  said  that  society  was  now  so  complex  and  changing  so  rapidly  that  higher 
education  must  give  the  student  an  integrating  and  unifying  experience  In  order  to 
prepare  him  more  directly  for  living  in  an  interdependent  world  wide  cmlization. 

WTiatever  form  such  re\isions  took  and  whatever  the  specific  details  with  which 
they  w^ere  worked  out,  at  least  two  aims  predominated.  One  was  to  give  more 
attention  to  the  needs  of  the  indi\idual  student  and  greater  meaning  to  Ms  college 
study  than  was  possible  in  large,  impersonal  courses  and  lectures.  The  second  was  to 
relate  college  study  more  closely  to  the  fundamental  problems  of  modern  cmlization 
and  to  give  students  a  more  integrated  approach  to  their  study  of  and  participation  in 
modem  life. 

The  modem-oriented  educators  realized  that  the  emergency  demands  of  World 
War  II  for  vocational,  technical,  and  scientific  training  reflected  not  only  the  needs  of 
a  nation  at  war  but  required  a  new  look  at  the  crises  facing  a  modernizing  nation  in 
peace.  In  the  face  of  an  appallingly  rapid  and  vast  techmoiogical  explosion  they 
realized  that  they  could  not  maintain  the  old  snobbery  concerning  practical  education 
but  rather  that  both  cultural  and  professional  aims  must  be  synthesized  into  a  new 
outlook  appropriate  to  the  modern  world.  They  realized  also  that  no  amount  of 
training,  whether  intellectual  or  cultural  or  scientific  or  technological,  w-^ould  be 
worthwhile  if  it  was  not  oriented  to  a  responsibility  for  achiewng  and  maintaining  a 
just,  a  free,  and  an  equal  society  in  the  United  States  and  a  just  and  peaceful  order  in 
the  wmrld.  But  they  had  to  reckon  with  a  world  which  was  in  the  revolutionary  process 
of  reacting  against  500  years  of  domination  by  the  West. 


CHAPTER  XIV 


EDUCATION 

IN 

THE  "CIVILIZING  MISSION" 
OF  THE  WEST 

(1700  A.D,- 1860s  A.D.) 


A.  THE  GLOBAL  SPREAD  OF  WESTERN  EDUCATION 

WTiiie  the  Western  nations  were  struggling  to  modernize  their  societies  and  their 
educational  systems  at  home  they  were  also  radiating  outward  their  educational 
influence  to  every  part  of  the  earth.  They  were  doing  this  in  three  ways.  They  were 
transplanting  their  societies  to  new  ground,  they  were  influencing  other  peoples  who 
remained  at  least  nominally  independent  of  their  control,  and  they  were  bringing  vast 
areas  of  the  world  under  the  direct  control  of  their  governments. 

Properly  speaking,  the  story  of  the  modernizing  education  developed  by 
European  civilization  in  the  seventeenth  to  twentieth  centuries  should  include  the 
process  whereby  the  several  segments  of  European  nations  when  transplanted  to 
various  parts  of  the  world  developed  differing  political,  economic,  social,  and  educa¬ 
tional  institutions.  It  would  be  extremely  interesting,  for  example,  to  test  the  edu¬ 
cational  implications  of  the  thesis  posed  by  Louis  Hartz  that  'Xvhen  a  part  of  a 
European  nation  is  detached  from  the  whole  of  it,  and  hurled  outward  onto  new  soil, 
it  loses  the  stimulus  toward  change  that  the  whole  provides.  It  lapses  into  a  kind  of 
immobility.”^ 

It  would  be  interesting  indeed  to  try  to  compare  the  strands  of  the  British  and 
French  in  their  uses  of  education  in  Canada,  or  the  British  and  the  Dutch  in  South 
Africa  where  relations  with  the  majority  of  black  Africans  produced  such  a  drastically 
different  configuration  from  that  in  Canada.  And,  similarly,  how  the  British  settlers  in 
Australia  and  in  New  Zealand  developed  different  styles  of  life,  not  least  of  their 

^  Louis  Hartz  (ed.).  The  Founding  of  Nm  Societies:  Studies  in  the  History^  of  the  United  States, 
Latin  Ainerica,  South  Africa,  Canada,  and  Australia,  Harcourt,  Brace  &  World,  New"  York,  1964,  p- 
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differences  being  their  treatment  of  the  aboriginal  peoples  they  found  when  they 
arrived  in  the  Southern  Seas.  Fascinating,  too,  are  the  variations  on  the  European 
themes  that  arose  in  the  lands  and  islands  of  the  Americas  south  of  the  United  States 
where  the  Latin  and  North  European  cultures  were  fused  with  Amerindian,  African, 


and  East  Indian  societies.  _  n  f  * 

But  this  book  is  not  and  cannot  be  a  world  history  of  education.  Unfortunately, 
it  cannot  even  be  a  history  of  the  whole  range  of  ways  in  which  Western  education  was 
disnersed  throughout  the  world  and  molded  in  turn  by  the  peoples  of  the  several 
continents  to  their  own  uses.  Such  a  story  has  not  even  been  attempted  on  the  scale 

that  is  necessary.  It  must  await  another  book  and  another  time. 

So  too  must  we  pass  by  the  story,  yet  to  be  told  coherently  on  a  worldwide 
canvass  of  the  way  Western  education  was  used  by  those  Asian  societies  that 
maintained  their  independence  in  the  face  of  Western  expansion  from  the  eighteenth 
century  onward.  In  a  sense,  Russia  was  one  of  the  defensive  modernizers,  but  Russia 
was  also  predominantly  European  in  contrast  to  the  Asian  peoples  of  Japan,  China 
Thailand,  Turkey,  Iran,  and  Afghanistan.  However  else  Russia  differed  from  the  west 
of  Europe  it  had  a  long  tradition  of  Greek  Orthodox  Christianity  as  weU  as  frontier 
confrontations  which  Unked  it  to  the  West  in  ways  which  the  Moslem,  Hindu,  Buddist, 
Confucian  and  Taoist  educational  traditions  of  the  East  did  not.  The  ancient  literate 
traditions  of  these  societies,  combined  with  the  fact  that  they  did  not  fully  succumb 
to  Western  imperial  rule,  meant  that  they  responded  to  the  enticements  of  modem 
Western  education  in  ways  that  differed  from  those  societies  that  were  subjected  to 


The  history  of  education  in  the  societies  of  defensive  modernization  during  the 
nineteenth  and  twentieth  centuries  is  thus  not  primarily  the  story  of  the  impact  of  the 
West  no  matter  how  important  a  factor  that  may  have  been.  In  some  cases,  as  in  J  apm, 
it  “took”-  in  others  the  result  was  more  ambivalent.  But  the  point  is  that  all  the 
independent  traditional  societies  sought  to  modernize  themselves  in  one  way  or 
another  by  borrowing  from  or  emulating  some  aspects  of  Western  education  In  all 
cases  of  defensive  modernization  certain  rulers  took  the  lead  in  promoting  es  ern 
education  from  above;  some  were  more  successful  than  others.  Most  spectacular  an 
speedy  was  the  example  of  Japan;  least  successful  was  that  of  China.  In  between  were 
Turkey,  Thailand,  and  Afghanistan. 

The  appeal  of  Western  science  and  technology  was  especially  strong.  Necessa  y 
for  this  purpose  was  the  study  of  the  Western  languages  whereby  the  sciences  could  be 
studied  and  absorbed,  most  commonly  English,  French,  and  German.  Common  too 
was  the  bringing  of  Western  scholars  to  advise  on  establishing  institutions  an  sys  em^ 
of  education  and  teachers  from  the  West  to  conduct  schools  for  members  of  the  royai 
families,  the  court,  the  aristocracy,  the  bureaucracy ,  the  army,  or  prospective  teac  ers^ 
And  inherent  in  most  cases  was  the  practice  of  sending  young  men  abroa  o 
Western  nations  for  advanced  specialized  training  in  the  field  of  education. 

Despite  the  importance  of  these  topics  this  part  will  concentrate  only  upon  w 
themes  of  particular  significance  in  the  global  spread  of  Western  education.  s 
chapter  deals  with  the  “civilizing  mission”  of  the  eighteenth  and  early  mne  een 
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centuries,  and  the  next  chapter  deals  with  the  imperialist  mission  of  the  later  .nine¬ 
teenth  and  the  twentieth  centuries. 


B.  THE  PRINCIPAL  INGREDIENTS  OF  THE  CIVILIZING  MISSION 

If  the  transformation  from  tradition  to  modernity  had  been  confined  to  Western 
civilization,  it  would  have  been  momentous  enough,  but  it  was  also  inextricably 
intertwined  with  another  phenomenon  which  carried  the  impact  of  the  West  to  the 
rest  of  the  world  in  a  peculiarly  poignant  form  from  1700  onward  and  which 
Westerners  summed  up  as  their  civilizing  mission  to  the  world,  a  mission  that  relied  at 
root  on  education.  It  was  not  only  a  reaction  against  the  evils  and  inhomanities 
wrought  by  the  new  industrial  urbanization  and  by  tlie  revival  of  slavery  but  also  a 
growing  confidence  by  the  West  in  the  superiority  of  its  own  Christian  civilization.  The 
civilizing  mission  was  compounded  of  nationalistic  pride,  commercial  aggressiveness, 
religious  evangelism,  humanitarian  and  philanthropic  fervor,  belief  in  natural  rights, 
devotion  to  equality  and  hberty,  confidence  in  the  power  of  knowledge,  and  a 
psycholo^cal  search  for  ethnic  identity. 

Above  all,  the  civilizing  mission  centered  upon  a  growing  feeling  that  the 
peculiar  style  of  society,  culture,  and  thought  being  achieved  by  Westerners  was 
somehow  superior  to  that  of  peoples  of  the  Old  World  of  Asia  and  Africa  as  well  as  to 
that  of  the  indigenous  peoples  of  the  New  World  of  the  Americas.  Thus,  the  West¬ 
erners  felt  impelled  to  carry  their  civilization  to  the  rest  of  the  world,  and,  if  need  be, 
to  impose  it  upon  others  for  their  good  as  well  as  for  the  good  of  the  West.  They  felt 
the  mission  to  civilize  those  who  were  less  fortunate  or  less  informed  or  less  intelligent 
was  an  obligation  laid  upon  them  either  by  God  or  by  their  national  destiny,  or  by 
both. 

AH  this  was  summed  up  by  the  French  as  their  mission  dvilisatrice  and  by  the 
British  as  their  civilizing  mission.  In  fact  the  very  word  dvilization  first  came  into  use 
in  the  middle  of  the  eighteenth  century,  probably  coined  by  the  French  pMlosophes 
(perhaps  by  Mirabeau  in  1756).  At  first  the  term  was  rejected  by  Samuel  Johnson  in 
Ms  English  Dictionary  of  1772  in  favor  of  dvility,  but  it  was  soon  picked  up  by 
English  and  Scottish  writers  as  well  as  by  French.  The  term  dviiity  had  been  current  in 
English  usage  as  a  converse  for  barbarism.  But  what  the  eighteenth  century  proponents 
did  was  to  inject  two  new  notions  of  enormous  significance.  One  was  the  idea  of 
progress,  wMch  viewed  civilization  as  a  state  of  development  radically  superior  to  that 
of  all  other  societies  of  the  past;  the  other  was  a  self-consciousness  about  that 
superiority  wMch  called  forth  a  missionary  zeal  to  spread  it  to  all  those  who  had  not 
had  the  good  fortune  or  the  wit  to  acMeve  it  for  themselves.  The  call  to  spread  the 
word  included  the  mission  to  educate. 

To  be  sure,  all  civilizations  had  displayed  something  of  the  same  feeling  of 
superiority  toward  their  barbarians.  Successive  rulers  of  Mesopotamia  had  it,  Egyptians 
had  it,  Chinese  and  Indians,  Aztecs  and  Incas,  Greeks  and  Romans,  Arabs,  Turks.,  and 
Russians  all  had  it.  We  have  already  mentioned  the  versions  of  it  that  the  Portuguese 


486 


THE  DISPERSION  OF  WESTERN  EDUCATION 


and  Spanish  carried  to  Asia  and  America  in  the  sixteenth  and  seventeenth  centuries.  It 
may  well  be  tlrat  a  common  characteristic  of  all  prior  civilizations  was  their  proselytiz¬ 
ing  effort  to  civilize  the  nonurban  barbarians  who  pushed  against  their  walls  or  who 
were  visited  in  their  own  lands  by  the  civilizer  when  he  went  abroad. 

But  this  time  it  was  different.  Now  it  was  the  rapidly  modernizing  societies  that 
were  cauaht  up  in  an  especially  virulent  version  of  the  civilizing  mission.  Between  1700 
and  1850  it  was  the  modernizing  British,  French,  and  Americans  (and,  to  a  lesser 
degree,  the  Dutch,  Danes,  and  Germans)  who  took  the  lead  away  from  the  tradition- 
alizing'  Portuguese  and  Spanish  and  who  fashioned  their  emerging  modernity  into  an 
extraordinarily  powerful  engine  of  social  control  over  vast  numbers  of  people  through¬ 
out  the  world.  Tlieir  efforts  dwarfed  even  those  of  the  Greeks  and  Romans  in  the 
extent  of  territory  affected,  the  varieties  of  peoples  involved,  and  the  revolutionary 
changes  wrought  in  the  traditional  civilizations  and  in  the  folk  societies  they  touched. 
(See  Figure  14.1.) 

That  the  civilizing  mission  of  the  West  in  its  educational  aspects  was  an  integral 
part  of  the  modernization  process  is  a  fact  too  seldom  recognized  as  such  by  tliose 
who  tend  to  identify  or  limit  modernization  to  economic  or  technological  develop¬ 
ment.  It  also  elicited  contradictory  attitudes  ranging  from  the  most  noble  to  the  most 
cynical.  In  its  responses  to  tire  ugly,  evil,  and  abhorrent  aspects  of  industrialism, 
urbanization,  and  chattel  slavery,  it  produced  extraordinary  sentiments  of  benevolence 
and  altruism.  But  it  also  shared  the  love  of  nationalistic  power,  the  intolerance  of 
religous  dissent,  the  excesses  of  political  revolution  in  the  name  of  democracy,  and 
the  exploitation,  rootlessness,  and  deprivations  of  industrial  urbanization,  all  of  which 
made  the  modernization  process  itself  an  unlovely  thing.  Above  all,  the  rise,  spread, 
and  power  of  a  particularly  virulent  form  of  racial  slavery  brought  out  the  whole  range 
of  human  feelings,  from  cynical  apology  and  defense  of  the  practice  tltrough  moral 
indifference  to  outraged  revulsion  and  determination  to  destroy  it. 

In  sum,  the  period  from  1700  to  the  1860s  ran  the  gamut  from  expressions  of 
the  highest  and  most  elevated  of  religious,  moral,  and  political  ideals  to  actions  that 
resulted  in  the  worst  degradation  of  millions  of  human  beings  that  could  be  imagned 
up  to  that  time.  In  this  period  some  Westerners  enslaved  millions  of  Africans,  imposed 
forced  labor  upon  millions  of  Amerindians  and  Asians,  and  established  racial  systems 
of  exclusion  and  discrimination  against  millions  more  whose  products  they  paid  for  or 
traded  upon.  Wliile  slavery  had  been  practiced  in  all  prior  civilizations  without  serious 
questioning,  it  was  carried  to  particularly  brutal  extremes  in  the  English  colonies  of 
the  West  Indies  and  the  southern  colonies  of  North  America. 

In  the  same  period,  other  Westerners  came  to  recognize  the  enormity  and 
immorality  of  the  slave  system  and  eventually  convinced  their  fellows  to  abolish  the 
system.  As  they  recoiled  in  increasing  horror  and  outrage  at  the  degrading  and 
inhumane  practices  of  the  slave  trade,  Western  reformers  developed  the  ideology  of  the 
civilizing  mission  as  a  rationale  for  its  mitigation  through  education.  It  is  to  the 
everlasting  discredit  of  some  Westerners  that  they  revived  a  traditional  institution  and 
promoted  it  so  mthlessly.  It  is  to  the  everlasting  credit  of  other  Westerners  that  they 
did  what  no  other  civilized  societies  had  ever  done  before,  devise  an  ideology  ha 
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enabled  them  to  denounce  the  institution  in  principle  and  then  organize  the  political 
power  to  abolish  it  in  practice. 

The  contradictions,  tensions,  and  conflicts  brought  on  by  these  confrontations 
have  torn  at  the  foundations  of  Western  civilization  for  nearly  300  years  and  have  left 
a  legacy  of  hate,  fear,  prejudice,  and  mistrust  whose  evidences  are  all  too  clear  in  the 
modern  world.  The  chasm  between  Western  ideals  of  modern  civilization  and  the 
reality  of  slavery,  the  contrast  between  Enlightenment  and  Christian  professions  of 
equahty  and  the  goals  of  democratic  revolution  on  one  hand  and  the  actual  practice  of 
racial  slavery  on  the  other,  have  indelibly  marked  the  transformation  to  modernity. 
While  the  extension  of  slavery  may  have  stimulated  the  commercial  and  industrial 
aspects  of  modernization  in  the  eighteenth  century,  the  institution  of  slavery  stood  in 
the  way  of  social,  political,  intellectual,  and  educational  modernization  in  the  nine¬ 
teenth  century.  In  contrast,  to  the  extent  that  the  civihzing  mission  put  its  stress  on 
educating  the  disadvantaged  and  the  downtrodden,  it  was  by  and  large  a  modernizing 
influence. 

The  ideology  of  the  civilizing  mission  as  it  was  developed  by  British  and  French 
protagonists  in  the  eighteenth  and  early  nineteenth  centuries  had  three  main  ingre¬ 
dients:  a  religious  evangelism  based  upon  Christian  equalitarianism;  a  secular  philoso¬ 
phy  of  enlightenment  based  upon  the  natural  rights  of  mankind;  and  a  spirit  of 
philanthropy  and  humanitarianism  arising  from  a  feeling  of  benevolence  toward  others 
and  a  desire  to  promote  their  welfare.  To  be  sure,  these  ingredients  may  be  difficult  to 
separate,  for  they  all  sometimes  appeared  in  the  same  individual  or  group,  but  they  do 
mark  distinctive  approaches  which  cumulatively  and  in  combination  produced  enor¬ 
mous  social  energy  and  impact  upon  the  world.  Something  new  had  certainly  been 
added  to  the  contacts  among  peoples. 

Oiristian  Equalitarianism  and  Evangelism 

At  least  three  aspects  of  Christian  thought  gave  support  to  the  religious  impetus 
behind  the  civilizing  mission  of  the  West.  The  age-old  notion  that  all  men  by  virtue  of 
their  spiritual  nature  are  equal  in  the  sight  of  God  gradually  came  to  be  used  as  a 
weapon  in  the  attack  upon  the  justification  for  slavery  which  argued  that  some  men 
are  naturally  unequal  to  others  and  thus  can  legitimately  be  enslaved.  Of  course,  many 
Christians  for  hundreds  of  years  had  rationalized  the  existence  of  slavery  by  arguing 
that  a  rational  social  or  natural  order  required  the  subordination  of  some  men  to 
others,  even  though  in  the  spiritual  order  they  were  all  equal.  Slavery  had  long  been 
justified  in  Greek  and  Roman  and  medieval  times  on  such  grounds.  Gradually, 
however,  Christians  agreed  not  to  enslave  Christians;  and  slavery  within  Europe  died 
out,  to  be  replaced  by  the  serfdom  of  feudahsm. 

Nevertheless,  the  concept  of  legitimate  slavery  imbedded  in  Roman  law  was 
revived  in  the  sixteenth  and  seventeenth  centuries  and  applied  to  the  non-Christian 
heathens  of  Africa,  Asia  and  America.  For  nearly  300  years  (roughly  1450  to  1750) 
few  Christians  actively  opposed  the  enslavement  of  non-Christians  on  the  grounds  that 
all  men  were  equal  in  the  sight  of  God.  In  fact,  bibhcal  sanction  in  the  story  of  Noah’s 
curse  laid  upon  Ham  was  often  trotted  out  by  way  of  justifying  slavery  as  a 
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punishment  to  be  levied  upon  Ham’s  black  descendants  for  the  sin  he  commited.  But, 
as  the  slave  trade  grew,  Christians  became  increasingly  troubled  and  divided  over 
whether  slavery  was  permitted  or  justified  by  Christian  doctrine. 

A  second  aspect  of  Christian  thought  to  become  embroiled  in  the  ideoIog>^  of 
the  civilizing  mission  was  the  question  of  the  unity  of  mankind,  brought  to  the  fore  by 
the  spread  of  enslavement  of  black  men  by  white  men.  Did  ail  men  originally  spring 
from  one  race  (monogenism)  which  would  make  all  men  basically  equal,  or  were  there 
plural  sources  of  the  races  of  mankind  (poiygenism)  resulting  in  some  men  being 
inherently  inferior  to  others?  The  Roman  Catholic  Church  was  clearly  on  the  side  of 
monogenism,  taking  the  Spanish  conquistadores  to  task  for  the  enforced  labor  system 
they  fastened  upon  Amerindians.  The  Protestants  of  northern  Europe,  far  less  ac¬ 
quainted  with  the  black  strangers  of  Africa  or  the  colored  Amerindians  of  America  and 
reluctant  to  accept  a  Catholic  doctrine  without  question,  were  slower  to  adopt 
monogenism.  They  seemed  somewhat  more  inclined  to  accept  the  notion  that  there 
was  a  natural  hierarchy  of  races.  Perhaps  the  Protestant  stress  on  a  rigorous  process  of 
induction  into  church  membership  by  means  of  study,  public  profession  of  the  faith, 
and  formal  learning  led  them  at  the  outset  to  a  some  what  more  exclusive  position  than 
did  the  Catholic  Church.  Calvinists  particularly  laid  a  good  deal  of  emphasis  upon  the 
arduous  educational  and  instructional  process  involved  in  the  conversion  to  Chris¬ 
tianity.^  It  seemed  to  be  easier  to  believe  that  African  blacks  with  no  tradition  of 
literacy  were  an  inferior  race  when  they  found  it  difficult  to  learn  the  Christian 
catecliism  or  to  read  the  Bible  in  English  or  French. 

With  the  emergence  of  religious  revivalism  and  evangelism  accompanying  the 
Great  Awakening  in  the  early  eighteenth  century,  however,  many  Protestant  spokesmen 
effectively  moved  to  the  monogenist  view  by  preaching  that  ail  men  could  undergo  the 
emotional  experience  of  conversion  and  establish  a  personal  and  individuai  relationship 
with  God  through  acceptance  of  the  faith  rather  than  through  the  traditional  rituals  of 
the  Catholic  Church  or  the  traditional  instructional  process  of  the  established  Protes¬ 
tant  churches.  Preaching  salvation  to  black  men,  red  men,  brown  men,  and  yellow  men 
now  became  a  Protestant  Christian  duty  as  well  as  a  Catholic  Christian  duty. 

The  sudden  outburst  of  religious  revivalism  that  swept  much  of  northern  Europe 
and  North  America  in  the  eighteenth  century  was  thus  the  third  element  in  the 
Christian  outlook  that  sparked  the  surge  of  the  civilizing  mission.  In  view  of  the  fact 
that  the  Catholic  missionaries  had  been  in  the  foreign  field  for  two  centuries,  the 
Protestants  now  organized  themselves  with  unprecedented  speed  and  vigor  to  pursue 
their  mission  overseas,  as  if  to  make  up  for  lost  time. 

The  Church  of  England  had  begun  even  before  the  Great  Awakening  to  seek  to 
convert  the  heathens  in  America  and  Asia  by  establishing  the  Society  for  the  Propaga¬ 
tion  of  the  Gospel  in  Foreign  Parts  (S.P.G-)  in  1701.  The  Danes  and  the  Moravians 
were  also  active  early  in  the  eighteenth  century.  But  the  Great  Awakening  swept  more 


^Winthrop  D.  Jordan  is  particularly  adamant  that  Calvinist  exclusivity  was  not  based  upon  the 
doctrine  of  predestination  of  the  elect.  See  his  White  over  Black;  American  Attitudes  Toward  the 
Negro,  1550-1812,  University  of  North  Carolina  Press,  Chapel  HiU,  1968,  chap-  5. 
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people,  especially  blacks,  into  the  Methodist  and  Baptist  ranks  in  America  than  into 
any  other  churches.  Although  much  of  tire  foreign  mission  enterprise  was  stimulated 
by  a  reaction  against  the  African  slave  trade,  the  S.P.G.  held  on  to  the  defense  of 
slavery  as  a  justifiable  social  institution  at  the  same  time  that  it  sought  to  save  the 
souls  of  the  slaves. 

It  was  eventually  the  Quakers  more  than  any  other  Protestant  group  who  began 
to  argue  that  the  spiritual  equality  of  men  could  not  justify  or  tolerate  the  ultimate 
inequality  in  social  arrangements  represented  by  bonded  slavery.  Above  all  others, 
John  Woolman  and  Anthony  Benezet  symbolized  the  Christian  conscience  that  finally 
awakened  to  the  basic  contradiction  between  the  beatific  theory  of  spiritual  equality 
and  the  evil  practices  of  enslavement.  It  was  no  accident  that  both  the  S.P.G.  with  its 
defense  of  slavery  and  the  Quakers  with  their  attacks  upon  slavery  believed  in 
educating  the  black  slave.  In  one  case  education  could  be  viewed  as  a  means  of  making 
better  slaves;  in  the  other  as  a  means  of  preparing  for  freedom.  The  civilizing  mission 


was  flexible  enough  to  embrace  both. 

Around  the  turn  of  the  nineteenth  century  the  missionary  movements  bur¬ 
geoned  in  Britain,  in  Europe,  and  in  tire  United  States.  For  example,  in  little  more 
than  a  decade,  members  of  the  major  Protestant  denominations  of  Britain  redoubled 
their  overseas  mission  efforts  aiming  particularly  at  West  Africa,  India,  and  South  Asia. 
Among  these  were  the  Baptist  Society  for  Propagating  the  Gospel  among  the  Heathens 
(1792),  the  London  Missionary  Society  (interdenominational)  (1795),  the  Scottish 
Missioiiary  Society  (Presbyterian)  (1794),  tlie  Society  for  Missions  to  Africa  and  the 
East  (1799)  which  became  the  Church  Missionary  Society  (Anglican)  (1804),  and  the 
Wesleyan  Missionary  Society  (1814).  Qn  the  continent,  the  Netherlands  Missionary 
Society  (1797)  was  followed  by  German  missions  organized  at  Basel  (1815),  Leipzig, 
and  Berlin,  and  by  the  French  at  Lyons  and  Paris. 

In  the  United  States  after  independence  several  societies  were  formed  in  the 
1780s  and  1790s  to  carry  forward  the  civilizing  mission  to  American  Indians  that  had 
progressed  only  fitfully  during  the  colonial  period.  These  included  the  Society  for 
Propagating  the  Gospel  among  Indians  and  Qthers  in  North  America,  the  New  York 
Missionary  Society,  the  Northern  Missionary  Society,  the  Western  Missionary  Society, 
and  the  like.  The  Congregationalists,  Presbyterians,  Methodists,  and  Baptists  were 
especially  active.  In  1810  the  first  non  denominational  effort  in  the  foreign  mission 
field  was  launched;  the  American  Board  of  Commissioners  for  Foreign  Missions  was  an 
outgrowth  of  revivalistic  movements  that  provided  an  enormous  moral  outlet  for 


college  students’  idealism  of  the  time.  American  missionaries  were  sent  overseas  as 
early  as  1812,  especially  to  India  (including  Ceylon  and  Burma),  the  Middle  East,  and 


to  Hawaii. 

The  Christian  missionary  enterprise  was  by  all  odds  the  most  influential  aspect 
of  the  civilizing  mission  in  the  field  of  education.  Missionaries  almost  universally  paid 
attention  to  schooling;  on  occasion,  they  even  had  to  defend  dieir  efforts  against  those 
who  saw  no  need  to  “civilize  the  natives,”  only  to  exploit  them.  They  often  allied 


themselves  with  a  second  and  more  secular  ingredient  of  the  civilizing  mission. 
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Natural  Rights  Philosophy  of  the  Enlightenment 

Just  as  Britain  was  the  source  of  much  of  the  Christian  impetus  to  the  cmlizing 
mission  of  the  West,  France  was  the  major  source  of  the  secular  phiiosophy  of  natural 
rights  which  prompted  the  Enliglitenment  belief  that  the  political  and  social  rights  of 
Europeans  should  be  extended  to  all  men  everywhere.  Montesquieu,  Rousseau, 
Diderot  and  other  authors  of  Encyclopedie  kept  up  a  running  assault  on  slavery  as 
an  affront  to  the  doctrine  of  natural  rights.  Abbe  Guillaume-Thomas  Raynal  epit¬ 
omized  the  Enlightenment  belief  that  while  slaver}^  was  contrary  to  nature  nevertheless 
the  benefits  of  Western  civilization  should  be  carried  to  the  less  civilized  societies  of 
the  French  colonies.  He  even  argued  that  certain  youths  should  be  selected  for  special 
instruction  in  the  values  of  Western  (French)  civilization  so  that  they  could  form  an 
elite  corps  of  political  missionaries  to  proselytize  on  behalf  of  the  metropolitan 
society,  an  idea  that  appealed  recurringly  to  the  Western  nations  during  the  next  200 
years. 

In  conformity  with  the  democratic  doctrines  of  their  Declaration  of  the  Rights 
of  Man,  the  French  revolutionaries  of  the  First  Republic  abolished  slavery  in  the 
French  colonies  by  decree  in  1794.  The  doctrine  of  assimilation  made  explicit  in  the 
Constitution  of  1795  stipulated  that  the  overseas  colonies  of  France  were  to  be 
considered  an  indivisible  part  of  the  French  Republic,  to  be  governed  by  the  same  laws 
as  the  metropole  and  to  be  extended  the  same  benefits  of  civilization  that  Frenchmen 
enjoyed  at  home.  This  came  to  mean  that  an  elite  group  in  the  colonies  should  have 
the  same  education  as  those  in  metropolitan  France. 

Unfortunately  for  the  colonies,  and  for  the  West  in  general,  slavery  did  not  stay 
abolished  by  France,  for  it  was  reinstated  in  1802  under  the  consulate  of  Napoleon, 
like  secular  education,  the  doctrine  of  assimilation  was  set  back  each  time  a  conserva¬ 
tive  monarchial  or  imperialist  government  came  to  powder  in  France  and  revived  each 
time  a  liberal  or  reform  government  came  to  power.  Finally,  with  the  onset  of  the 
Third  Republic  in  1871  the  doctrine  of  assimilation  and  of  mission  civilisatrice  was  to 
reach  its  apogee  in  French  imperialism.  It  is  clear  that  the  French  colonies  might  have 
been  the  subject  of  a  much  more  intensive  educational  and  cmlizing  mission  if  French 
democracy  had  not  been  pulled  and  hauled  so  badly  between  1790  and  1870. 

Similarly,  the  promise  of  the  Revolutionary  era  in  America  was  not  to  be 
fulfilled  as  soon  as  its  leaders  hoped.  As  early  as  1700  slavery  had  gained  a  firm 
foothold  in  the  law  and  in  the  practice  of  all  of  the  American  colonies,  and  there  was 
scarcely  any  real  opposition  to  it  on  principle  until  the  mid-eighteenth  century  when 
Quakers  and  some  Puritans  like  Judge  Samuel  Sewall  of  Boston  began  to  protest  not 
only  against  the  brutality  of  slavery  but  against  its  inherent  repugnance  to  religion  and 
morality.  Until  then  it  had  simply  been  argued  tiiat  within  the  system  of  slavery  the 
Christian  had  the  obligation  to  convert,  to  instruct,  and  to  educate  the  slaves.  Puritans 
Cotton  Mather  and  Samuel  Willard  early  in  the  eighteenth  century  and  Anglican 
George  Whitefield  and  the  S.P.G.  in  the  second  quarter  of  the  century  had  supported 
this  idea. 

Such  efforts  to  convince  slave  owners  that  conversion  would  make  better  and 
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docile  slaves  .other  than  restless  and  rebellious  ones  were  not  very  convinclrrg  to 

r  slOTholders  who  so  feared  rebellion  that  they  simply  op^sed  any  measure  tha 
the  slaveholders  w  between  whites  and  blacks.  Besides,  they  argued,  it 

might  narrow  *e  »  “  educate  slaves  would  be  wasted 

SeTey'wer°e  basically  uneducable  and  incapable  of  schooling.  In  this  stance  4ey 
Jerr.wrto  find  support  in  the  incipient  sciences  of  anthropology  and  psychology 

'"“rflr"y'"ttdd“d*»d'  they  believed  to  be  the  dishnctive 

nsvcholo*.!  and  moral  characteristics  of  different  races,  some  scenttsts  msrsted  y n 
Snot,  me  races  in  hierarchical  order  from  highest  to  lowest.  Europeans  found  no 

oTt!  intelligence.  In  the  hands  of  extreme  polygenists  like  Charles 

White  and  the  publicist  Edward  Long  the  argument  came  penlously  close  to  denying 
Z  bl“*  AfrlLs  were  even  human.  The  defenders  of  the  religious  and  natural  nghts 

TtlJ ZrSns  "1"”“™'*  “  “Pr'r r  m^f  I’ 

antZLon,  and  cmliaadon  would  prove  the  basic  Intellectual  equal..,  of  the 

“‘“■’as  the  eighteenth  centuty  wore  on.  it  became  inereasingly  dear  that  the 

wete  heid  in  siavery.  Not  only  .d  m. 
Christian  equalitarians  begin  to  see  this,  but  the  American  secular  missionaries  for 
natural  rights  began  to  see  It;  John  Wise  as  early  as  1717,  then  James  Otis,  Benjamin 
F^rlSu  Tom  laine,  Benjamin  Rush,  Patrick  Henry,  James  Madison,  and  Thom. 

Jefferson  The  natural  riglits  proponents  differed  among  tliemse  ves  on 

issues  Beniamin  Rush  believed  that  human  nature  was  the  same  everywhere  and  that 
racid  Seres  arose  from  the  degree  of  civilization  to  which  men  were  exposed. 
Thomas  Jefferson  bitterly  opposed  slavery  because  he  believed  all  men 
Ltird  to  politol  and  llgal  Uity ,  but  he  could  not  bring  himself  to  the  belief  tha 
blacks  were^intellectually  equal  by  nature  to  whites.  In  the  balance,  the  weight  o 

American  Revolution’s  ideology  told  against  slavery .  realizing  its 

Yet  in  two  major  respects  the  natural  rights  philosophy  fell  short  of  ^almn  i 

ideals  in  the  United  States.  In  the  political  rough  and  tumble  of  creating  the  Constitu¬ 
tion  and  the  new  nation  once  the  war  was  over,  the  desire  to  cmate  the  umon  won  u 
over  the  desire  to  abolish  slavery.  Although  the  Continental  Congress  had  prohibited 
the  importation  of  slaves  in  1774,  it  soon  became  clear  that  the  sectional  interests  of 
&e  North  were  diverging  from  those  of  the  South.  The  Constitutional  invention 
candidly  agreed  to  compromise  by  counting  only  three-fifths  of  ^  ^ 

of  the  states  toward  apportionment  of  taxes  and  representatives  in 
insisted  upon  abolition  at  that  point  would  have  broken  up  &e  ^ 

fully  created.  However,  it  was  agreed  that  the  slave  trade  would  be  a 
years.  The  point  is  that  even  though  the  revolutionary  doctrines  of  equahty  be^an 

^For  absorbing  details  of  these  arguments  see  Charles  H  Lyons  ‘To  YoA, 

British  Ideas  about  Black  African  Educability,  1530-1960,  Teachers  CoUege  Fress,  ivew 

1973. 
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be  imbedded  in  the  consciences  of  Americans  in  some  realms  of  life,  they  were  not 
effective  in  abolishing  legal  slavery  in  the  South  for  another  seventy-five  years.  The 
civilizing  mission  to  educate  and  to  free  slaves  at  home  became  largely  a  function  of 
northern  protagonists,  wMle  the  southern  states  began  to  throw  up  barriers  against 
such  efforts  by  passing  laws  prohibiting  the  education  of  slaves  and  by  restricting  free 
Ne^oes  by  means  of  separating  white  from  black  in  hospitals,  jails,  residences, 
cemeteries,  churches,  and  schools. 

The  second  failure  of  the  natural  rights  philosophy  in  the  decades  following  the 
Revolution  was  the  curious  failure  to  stress  the  role  of  education  in  the  transformation 
of  slaves  into  citizens.  At  a  time  when  education  was  clearly  seen  to  be  a  major  key  to 
the  civilizing  mission  overseas,  there  were  only  a  few  who  advocated  education  for 
Negroes  at  home.  The  Quakers  did  and  some  of  the  northern  cities  set  up  black  schools 
for  black  pupils,  but  seldom  was  education  stressed  as  the  panacea  for  the  social 
improvement  of  the  black  race.  Thomas  Jefferson  notably  failed  to  do  this,  despite  Ms 
leadersMp  in  promoting  public  education  in  Virginia.  Only  New  York  and  New  Jersey 
among  the  states  tried  the  experiment  of  requiring  slaves  to  be  taught  to  read.  Few 
took  seriously  a  Democratic  lawyer  and  politician  of  Boston,  James  Sullivan,  when  he 
argued  for  an  equal  and  integrated  education  of  blacks  and  wMtes  as  a  means  of 
lessening  racist  attitudes: 

The  cMldren  of  the  slaves  must,  at  the  public  expence,  be  educated  in  the 
same  manner  as  the  children  of  their  masters;  being  at  the  same  schools,  etc., 
with  the  rising  generation,  that  prejudice,  wMch  has  been  so  long  and  inveterate 
against  them  on  account  of  their  situation  and  colour,  will  be  lessened  within 
thirty  or  forty  years.^ 

It  may  not  be  so  curious  after  all  that  Americans  did  not  turn  to  a  common 
education  as  a  possible  cure  for  slavery  immediately  following  the  Revolution,  for  the 
major  campaigns  for  public  education  were  still  three  or  four  decades  in  the  future.  By 
the  time  the  public  school  movement  really  got  under  way  in  the  1830s  and  1840s,  the 
proslavery  cause  had  become  so  hardened  and  deepened  in  the  South  that  any  kind^of 
education  of  slaves  could  not  be  countenanced,  and  the  clamor  for  uncompromising 
abolition  so  shrill  in  the  North  that  the  rising  tide  of  protest  took  the  equaly 
intransigent  form  that  nothing  short  of  immediate  and  complete  abolition  would  do. 
Proposals  for  an  educational  program  requiring  thirty  to  forty  years  of  sustained  effort 
could  not  gain  much  of  a  hearing  by  either  side  in  the  heightened  tension  of  the 
abolition  controversy. 

Philanthropy  and  Humanitarianism 

The  first  half  of  the  nineteenth  century  witnessed  in  the  West  a  remarkable  phenome¬ 
non  very  difficult  for  many  non-Westemers  to  understand.  The  spirit  of  humani¬ 
tarianism,  philanthropy,  benevolence,  or  altruism  was  a  complex  syndrome  of  feelings, 
motivations,  and  activism  on  behalf  of  others.  It  was,  of  course,  related  to  the  springs 


^Quoted  in  Jordan,  op.  dt,  pp.  355-356. 


494 


THE  DISPERSION  OF  WESTERN  EDUCATION 


of  Christiati  evangelism  and  of  secular  belief  in  man's  natural  rights  to  freedtrm  and 
lamy  Lt  it  was  mote  than  either  of  these,  [t  win  a  welling  up  of  a  destre  to  help 
Xm  a  devotion  to  human  welfare,  a  determination  to  put  mto  ac  ion  a  spmt  of 
SXwih  that  would  result  in  the  improvement  of  the  conditions  of  life  for  the  poor, 

*e  uitunate.  the  oppressed,  or  the  unenlightened.  It  was  a  maction  against  the 
a  !u,;  one  affecting  the  lower  classes  caught  in  the  rapid  changes  of  industrial  urban 

^  of  'k' rx  d '  'u  "xs 

States  and  against  the  degradations  of  Negro  slavery  and  the  slave  trade.  It  was  still 
mS  than  that.  It  was  also  a  growing  desire  to  do  something  about  the  massive 
Terty  deprivation,  and  lack  of  the  material  necessities  o/ 

Millions  of  people  of  color  in  Africa,  Asia,  and  the  islands  of  the  Pacific^ 

One  could  be  cynical  about  the  whole  phenomenon  and  simply  charge  it  off  as  a 
oiant  hypocrisy  on  the  part  of  people  who  themselves  had  caused  the  depredationMhe 
TradaL,  and  the  deprivation.  One  could  argue  that  it  was  simply  a  Psychological 
Sstg  of  conscience  over  a  sense  of  guilt  caused  by  the  exploitation  wrought  by  the 
aggressive  capitalist  nations.  They  could  do  no  less  in  recompenK  for  the, r  con^guests 
aX  heir  subjugation  of  innocent  peoples.  One  could  argue  that  helping  others  to 
mprX  thel,  conditions  of  life  win  simply  a  matter  of  economic  self-interest,  for  the 
more  goods  the  Aslans  or  Africans  produced  o,  bought  the  more  wealth  would  Dow 

“  X!XrdS,“ny  have  said,  a„  these  things,  and  drere  still  remrins  the 
fact  that  thousands  upon  thousands  of  Westerners  were  prompted  to  work,  to  give 
XX  to  contribute  time,  to  dedicate  their  energies,  and  to  lea»  the.,  homes  - 
give  up  their  health  and  even  their  lives  in  causes  that  were  intended  to  benefit  ol  ^ 
The  rriti^ation  and  abolition  of  slavery  were  outstanding  examples,  but  the  reform 
movers  of  the  late  eighteenth  and  early  nineteenth  century  embraced  many 
causes-  to  improve  prison  conditions  and  mitigate  punishments  for  criminals,  reduce 
ThUd  labor  prevent  the  excesses  of  alcohol,  drugs,  and  tobacco,  stem  disease  and 
JmmolffedA.  give  aid  to  the  poverty-stricken,  raise  the  status  of  women,  reform  the 
eleLral  systemi  and  judicial  processes,  and,  of  course,  extend  ^ 

education  to  the  ignorant  and  illiterate.  Especially  was  education  emphasized  as 
means  of  bringing  improvement  to  the  strange  people  in  distant  and  out  an  is  p  aces 

of  the^orld^manitarian  and  philanthropic  motivation  was  a  remarkable  aspect  of  the 
civilizing  mission  of  the  West  to  the  rest  of  the  world.  Innumerable  0^“ 
societies  and  associations  were  formed  to  carry  into  practice  th 
Sometiines  the  associations  were  heavily  religious.  Sometimes  the 
undistinguishable  from  the  humanitarians,  but  sometimes  they  were  quite  ^ 

British  Utilitarians  or  Benthamites  of  the  early  nineteenth  century  were  J 
secular  than  the  philosophes  of  the  Enlightenment  in  the  J 

They  believed  that  the  goal  of  the  ideal  society  was  the  greatest  good  of 
number  and  that  human  institutions  could  be  reformed  as  a  means  of  raising  Ae 
quality  of  life.  They  often  joined  with  the  evangelical  „ 

good  causes.  And  these  two  were  often  joined  in  turn  by  men  of  wealth,  of  com  , 
of  industry,  and  of  government.  Such  mutual  support  in  voluntary  associations  was 
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characteristic  feature  of  the  life  of  the  West  and  of  its  outreach  to  the  world  in  the 
first  half  of  tlie  nineteenth  century. 


C.  THE  CIVILIZING  MISSION  IN  AFRICA 

In  the  period  before  1850  all  of  the  modernizing  nations  of  the  West  were  more  or  less 
active  in  carrying  out  their  civilizing  mission  to  the  world,  but  none  more  than  the 
British,  and  none  had  more  educational  impact.  In  the  following  century  of  full  blowm 
imperialism,  their  chief  Western  competitors  were  the  French,  the  Germans,  and  the 
Americans,  but  up  to  mid-nineteenth  century  the  British  surged  ahead.  The  principal 
fields  of  endeavor  to  which  the  British  turned,  after  the  American  colonies  had  been 
lost,  were  West  Africa  and  India.  Only  the  barest  outline  can  be  hinted  at  here. 

Tire  Westerners’  contact  with  Ghana  (wliich  they  called  the  Gold  Coast)  was  long 
confined  to  the  sea  coast  where  they  built  forts  or  castles  as  enclaves  for  their  small 
contingents  of  traders,  administrators,  chaplains,  artisans,  and  their  families.  The 
Portusuese  were  the  first  to  arrive  in  the  late  fifteenth  century  followed  by  the  Dutch 
whose  West  India  Company  was  formed  in  1621  and  then  by  the  British,  the  French, 
and  Danes.  Merchant  companies  were  formed  in  each  country,  sending  out  agents  or 
governors  to  administer  the  forts,  deal  with  the  African  chieis  and  traders  as  virtual 
equals,  and  to  compete  with  each  other  for  trade  in  goods  and  slaves. 

Gradually  the  English  merchant  companies  gained  the  upper  hand  and  then  the 
British  government  took  over  the  commercial  enterprise  in  1821  when  Parliament 
abolished  the  African  Company  of  Merchants  and  turned  over  administration  of  the 
forts  to  the  royal  governor  in  Sierra  Leone  (which  had  gone  through  a  similar  process 
of  shift  from  commercial  company  to  crown).  Although  there  was  considerable 
backing  and  filling  on  this  matter,  the  British  government  by  mid-nineteenth  century 
was  beginning  to  exert  more  and  more  control  over  affairs  of  Africans  outside  the  forts 
as  well  as  within,  much  of  this  done  at  the  request  or  with  the  consent  of  African 
chieftains  and  traders  located  in  the  coastal  towns.  The  British  government  was 
^nerally  reluctant  to  get  more  deeply  involved  in  African  political  affairs  prior  to 
1865. 

The  first  Western  education  in  Ghana  went  on  in  the  coastal  forts  and  their 
associated  villages.  The  Portuguese  had  schools  in  the  sixteenth  century,  the  Dutch  in 
the  sev’enteenth  centuryt  and  the  Danes  and  British  in  the  eigliteenth  century.  The 
responsibility  for  sending  out  schoolmasters  originally  rested  with  the  merchant 
companies.  The  first  English  schoolmaster  (1751)  was  Thomas  Thompson  who 
happened  to  have  been  a  missionary  for  the  S.P.G.  in  America  and  who  came  to  Cape 
Coast  Castle  from  experience  in  New  Jersey.  As  Philip  Foster  points  out,  these  schools 
had  a  hard  time.  They  taught  a  few  mulatto  offspring  of  the  garrision  and  a  few  sons 
of  the  African  merchants  in  the  seacoast  towns,  but  they  were  on  the  periphery  of  the 
traditional  societies  of  Ghana  and  their  impact  on  the  traditional  societies  was  slight. 

^Philip  Foster,  Education  and  Soda!  Change  in  Ghana,  University  of  Chicago  Press,  Chicago,  1965, 
pp.  43  ff. 
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In  general,  they  simply  taught  the  three  R’s  and  religion  on  the  pattern  of  the  charity 
schools  then  being  conducted  for  the  lower  classes  in  Britain. 

While  the  commercial  companies  of  the  eighteenth  century  did  make  a  bow 
toward  education  they  did  it  stiffly  and  without  enthusiasm.  Actually,  they  had  little 
or  no  intention  of  doing  more  than  profiting  from  trade  with  the  Africans,  including 
the  slave  trade.  The  economic  motive  which  brought  the  Westerners  to  the  Gold  Coast 
did  not  particularly  foster  education.  When,  however,  it  was  combined  with  the 
rehgious-humanitarian-political  complex  of  motives  that  made  up  the  civilizing  mis 
Sion,  then  education  began  to  play  a  more  significant  role.  This  happened  in  the  early 

nineteenth  century.  , 

When  the  crown  took  over  the  Gold  Coast  forts  m  1821,  several  government 
schools  supported  by  public  funds  were  set  up.  Foster  points  to  the  fact  that  the 
British  were  spending  government  money  on  schools  in  the  Gold  Coast  even  before 
they  began  to  do  so  at  home  in  England  in  1833.  By  1850,  however,  the  trend  had 
been  reversed.  The  missionary  societies  had  begun  to  arrive  and  to  establish  their 
schools  aimed  at  spreading  the  Christian  gospel  among  the  Africans.  In  fact  they  soon 

took  over  the  government  schools  as  well. 

The  Wesleyan  Mission  concentrated  on  the  urban  centers  of  the  seacoast  setting 
up  day  schools  and  teaching  in  English;  while  the  Basel  Mission  took  to  the  hill 
country  bringing  the  children  into  boarding  schools  and  teaching  them  in  the  vernacu¬ 
lar.  Foster  argues  that  the  Wesleyan  approach  was  more  effective,  because  it  responded 
to  the  demands  of  the  urbanizing  Africans  who  wanted  to  engage  more  extensively  in 
the  money  economy  associated  with  European  trade  and  saw  the  English  education  as 
a  means  of  advancement  to  that  end.  In  contrast,  the  leaders  of  the  upcountry 
traditional  societies  felt  that  literacy,  in  English  or  even  in  their  own  languages 
provided  no  particular  advantage  for  participating  in  a  traditional  and  agricultur 
society;  indeed  it  could  be  a  disrupting  factor  which  they  feared.  The  Ashanti  who 
dominated  the  country  to  the  north  of  the  seacoast  bitterly  resisted  Western  education 
until  late  in  the  nineteenth  century. 

Thus,  while  the  missionaries  might  see  literacy  as  a  means  for  conversion  to 
Protestant  Christianity,  the  Africans  saw  it  as  either  unnecessary  or  as  a  means  to 

advancement  in  the  modernizing  exchange  economy  of  trade  and  commerce  that  was 
being  imported  from  the  West.  To  the  middle  of  the  nineteenth  century  political 
power  did  not  rest  with  the  British,  but  economic  power  did.  Thus,  Foster  argues,  the 
African  demand  for  Western  education  was  limited  to  the  urban  centers  where  m 
African  merchant  trading  class  was  developing.  These  Africans  came  to  agree  with  the 
missionaries  on  the  value  of  an  English  Western  education;  the  missionaries  got 
converts;  and  the  Africans  got  the  means  of  preferment  that  would  enable  them  to 
deal  with  the  British  on  terms  as  equal  as  possible  under  the  circumstances. 

One  of  the  most  puzzling  aspects  to  many  Westerners  about  the  impact  o 
British  education  is  that  on  the  surface  its  academic,  literary,  and  humanistic  character 
did  not  seem  to  be  appropriate  to  the  mral,  agricultural,  traditional  societies  of  Africa^ 
Indeed  it  was  not,  but  it  came  to  be  greatly  sought-after  by  many  Africans  who  com 
see  the  benefits  in  it  for  them.  The  British  have  often  been  criticized  for  foisting  an 
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inappropriate  academic  education  upon  an  unsuspecting  people,  rather  than  making 
available  to  them  an  appropriate  education.  What  Africans  needed,  it  was  sometimes 
argued,  was  training  in  agriculture,  manual  arts,  trade  and  technical  education,  domes¬ 
tic  arts,  health  science,  and  other  such  practical  studies. 

As  a  matter  of  fact,  many  efforts  were  made  by  British  and  other  humanitarians 
and  missionaries  to  provide  a  practical  education  in  agriculture,  the  industrial  trades, 
and  commercial  subjects.  An  excellent  example  can  be  found  in  an  offical  report  of 
the  Education  Committee  of  the  Privy  Council  to  the  Colonial  Office  in  1847  as 
follows: 

(i)  To  inculcate  the  principles  and  promote  the  mfluences  of  Christianity  by 
such  instruction  as  can  be  given  in  elementary  schools. 

(ii)  To  accustom  the  children  of  these  races  to  habits  of  self-control  and  moral 
discipline. 

(ill)  To  diffuse  a  grammatical  knowledge  of  the  English  language  as  the  most 
important  agent  of  civilisation. 

(iv)  To  make  the  school  the  means  of  improving  the  condition  of  the  peasantry^ 
by  teaching  them  how  health  may  be  preserv^ed  by  a  proper  diet,  cleanliness, 
ventilation  and  clothing,  and  by  the  structure  of  their  dwellings. 

(v)  To  give  a  practical  training  in  household  economy  and  in  the  cultivation  of 
the  cottage  garden  as  well  as  in  those  common  handicrafts  by  which  a  labourer 
may  improve  his  domestic  comfort. 

(vi)  To  communicate  such  a  knowledge  of  writing  and  arithmetic,  and  of  their 
application  to  Ms  wants  and  duties,  as  may  enable  a  peasant  to  economise  Ms 
means,  and  give  the  small  farmer  the  power  to  enter  into  calculations  and 
agreements. 

(vii)  Improved  agriculture  is  required  to  replace  the  system  of  exhausting  the 
virgin  soils,  and  then  leaving  to  natural  influences  alone  the  work  of  reparation. 
The  education  of  the  coloured  races  would,  therefore,  not  be  complete  for  the 
children  of  small  farmers,  unless  it  included  this  object. 

(viii)  Lesson-books  should  teach  the  mutual  interests  of  the  mother  country  and 
her  dependencies,  the  rational  basis  of  this  connection  and  the  domestic  and 
social  duties  of  the  coloured  races. 

(Lx)  Lesson  books  should  also  set  forth  simply  the  relation  of  wages,  capital  and 
labour,  and  the  influence  of  local  and  general  government  on  personal  security, 
independence  and  order. ^ 

This  all  sounds  extremely  logical— to  a  Westerner.  But  if  one  notes  carefully  the 
repeated  statement  that  this  is  the  type  of  education  appropriate  ‘Tor  the  coloured 
races”  and  “for  the  peasant,”  one  may  get  a  clue  as  to  why  the  Africans  did  not 
respond  as  enthusiastically  to  such  practical  education  as  Westerners  thought  they 
should.  A  pervasive  racial  attitude  of  wMte  superiority  over  black  peoples  is  all  too 
evident  in  tMs  governmental  position  paper. 


S.  Scott,  “Education  by  the  European,”  Hie  Year  Book  of  Education,  I9S8,  Evans  Brothers, 
Ltd.,  London,  1938,  p.  709. 
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Tlie  misslonams  and  humanitarians  were  thus  faced  with  an  excruciating  p, oh, 
lem  thev  were  arguing  vehemently  that  Negro  slavery  was  an  affront  to  mankmd,  for 
“m  n  are  basicSly  equal  in  their  spiritual  being  and  natural  rights^;  they  carne 
education  to  Africa  in  large  part  to  prove  the  point  to  their  racist  cnfcs  that  black 
Africans  were  as  educable  as  all  other  men;  and  they  argued  that  the  backwardnej  of 
Mrican  cultural,  social,  and  economic  conditions  in  comparison  to  those  of  the  West 
L  due  to  environmental  causes  and  to  an  isolation  that  could  be  changed  by  bnnging 
wLtem  civlliaation  to  Africa.  Yet  the  period  from  1800  to  1865  was  witnessing  a 
massive  rise  of  antiblack  racism  from  scientific  as  well  as  political  and  ptoslavery 

sources  with  which  they  had  to  contend.  .  *  n  n 

The  unfortunate  conjunction  of  the  growth  of  a  scientific  racism  in  virtually  all 
of  the  Western  countries  and  the  hardening  of  the  lines  of  defense  for  slavery  in  the 
American  South  gave  impetus  to  the  belief  that  black  Africans  were  innately  mferior 
to  whites  and  that  this  fact,  rather  than  environmental  conditions,  was  the  basic  cause 
of  their  cultural  backwardness.  It  was  no  accident  that  the  Privy  Council  Education 
Committee  used  the  term  coloured  races  in  1847.  The  term  was  current  in  the  ^jh 
nress  of  the  late  1 840s  as  critics  and  publicists  like  Anthony  Trollope,  Thomas  Carlyle 
Ld  Charles  Dickens  were  having  a  field  day  at  the  expense  of  the  humanitarians  and 
evangelicals  for  their  hopeless  efforts  at  uplift  and  their  misplaced  benevolence  toward 
Africans.  Political  leaders  Hke  Disraeli  and  Bulwer-Lytton,  both  so  inEuential  in  the 
foreign  relations  of  Britain  to  come,  were  attributing  the  glories  of  Western  cmliza- 
tion  its  art,  its  science,  and  its  literature  to  the  racial  characteristics  of  white  men 

’  And  the  budding  science  of  anthropology  was  turning  to  race  and  to  inherent 
racial  characteristics  to  explain  the  difference  in  the  social  and  cultural  developents 
of  different  societies.  Robert  Knox  preached  Anglo-Saxon  supremacy  in  Bn  ai  , 
le  Compte  de  Gobineau  preached  Nordic  supremacy  in  France;  and  Max  Muller  preached 
Aryan  Lpremacy  in  Germany.  They  were  but  three  of  scores  of  scientists  who  formed 
the  new  anthropological  societies  in  London,  Paris,  Berlin, 

TTie  net  result  was  a  pervasive  adherence  to  white  supremacy  over  black.  And  then 
along  came  the  phrenology  of  Franz  Joseph  Gall,  Johann  Caspar  Spurzheim,  and 
George  Combe  to  spread  the  gospel  of  phrenology  which  they  felt 
the  hierarchy  of  the  races.  The  capstone  seemed  to  be  put 

theory  of  evolution  which  somehow  was  taken  as  putting  the  seal  of  fittest  up 

white  race  of  the  species  which  had  won  out  in  the  contests  of  natural  selection  and 
had  ascended  furthest  from  the  lower  forms  of  the  species,  while  the  black  race  a 
departed  least  from  the  ape-men  who  also  inhabited  Africa. 

All  this  set  the  humanitarians  and  evangelical  religionists  back  on  their  hee  s  as 
they  stoutly  tried  to  maintain  the  doctrines  of  equality  of  man.  But  the  racists  seemed 
to  have  science  on  their  side;  while  the  evangelicals  had  only  their  traditional 
monogenist  doctrines;  and  the  humanitarians  had  only  their  radical  natural  ngttts 
philosophy  or  utilitarian  creed.  This  is  a  curious  reversal  of  the  roles  that  are  usual 
assigned  by  scholars  of  modernization  who  commonly  see  in  the  churches  the  - 

fenders  of  the  forces  of  tradition  and  in  science  the  advocates  of  the  forces  o 
modernity.  In  this  case,  however,  the  opposite  was  true.  In  general,  the  missionanes 
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and  humanitarians  defended  the  blacks,  while  the  publicists  and  government  officials 
were  only  too  glad  to  call  scientific  racism  to  witness  what  they  wanted  to  believe  as 
justification  for  extending  political  and  economic  control  over  an  inferior  race. 

Charles  H.  Lyons  documents  the  growth  of  racial  attitudes  among  investigating 
commissions  that  were  sent  to  assess  education  in  West  Africa  as  early  as  1841 .  From 
then  on,  and  especially  in  1846  to  1847,  commissioners  began  to  urge  more  model 
farms,  more  agricultural  study,  more  trade  training,  more  mechanical  skills,  more 
domestic  science,  more  moral  education,  and,  of  course,  more  religious  training.  WMe 
the  racial  bias  in  such  proposals  was  seldom  made  explicit  to  the  Africans  and  while 
few  Africans  had  any  idea  about  all  these  matters  being  bruited  in  Europe  and  America, 
nevertheless  it  is  clear  that  the  Africans  resisted,  deliberately  or  instinctively,  the 
imposition  of  an  agricultural  or  technical  education  that  seemed  designed  to  keep 
them  at  the  low  level  of  manual  workers  and  in  a  subservient  position  economically 
and  politically  when  they  could  sense  in  all  kinds  of  subtle  ways  and  eventually  to  see 
for  themselves  that  this  was  not  the  kind  of  education  that  the  British  government 
officials,  or  administrators,  or  merchants,  or  even  the  missionaries  themselves  had  had. 
Tmt  was  the  kind  of  education  the  Africans  came  to  want.  They  did  not  want  an 
education  “appropriate  for  the  coloured  races.”  They  wanted  the  kind  of  education 
that  was  obviously  appropriate  for  their  white  rulers. 

When  the  missionaries  saw  that  their  education  was  more  popular  with  Africans 
than  their  gospel,  they  put  schools  high  on  their  agenda  and  worked  through  them  to 
conversion.  When  the  government  later  extended  its  control  over  more  and  more 
aspects  of  African  life  in  the  colonies,  the  officials  acceded  to  the  value  of  the  literary 
education.  But  by  1864  much  of  the  humanitarian  optimism  based  upon  equali- 
tarianism  devoted  to  civilizing  the  Africans  had  begun  to  subside.  In  the  latter  part  of 
the  century  the  civilizing  mission  had  a  much  more  overt  racist  tone  to  it.  The  white 
man’s  burden  was  becoming  more  prominent  for  all  to  see. 

But  before  that  time  came,  the  humanitarians  were  in  the  forefront  of  the 
attacks  upon  slavery  and  the  slave  trade.  When  Granville  Sharp  was  successful  in 
getting  slavery  declared  illegal  in  England  by  court  decision  in  1772,  it  soon  became 
clear  to  some  of  the  humanitarians  that  the  15,000  domestic  slaves  who  had  been 
freed  by  the  decision  and  the  thousands  more  who  had  fled  to  England  from  the  West 
Indies  very  much  needed  help.  When  in  1786  a  Committee  for  the  Black  Poor  was 
formed,  it  was  decided  that  the  best  way  to  help  was  to  enable  the  freedmen  to  return 
to  .Africa  and  to  establish  a  repatriated  colony  of  their  own.  Having  chosen  Sierra 
L£one  as  the  place,  this  was  done  in  1787,  but  the  planning  was  poor,  many  died,  and 
the  whole  thing  became  a  vast  discouragement. 

Nevertheless,  a  trading  company  w'as  formed  by  some  of  the  outstanding 
humanitarians  of  the  day.  Sharp,  William  Wilberforce,  the  great  abolitionist,  Henry 
Thornton,  and  others,  in  order  to  try  to  rescue  the  experiment.  This  became  the  Sierra 
l^one  Company  in  1791  which  now  tried  to  rely  not  solely  upon  benevolence  and 
goodwill  but  to  combine  sound  merchant  trading  policies  with  philanthropic  motives. 
This  time  colonists  were  solicited  from  Nova  Scotia  where  many  blacks  who  had 
fought  for  the  British  during  the  American  Revolution  had  gone.  More  than  a 
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thousand  safled  for  Sierra  Leone  in  1792.  In  less  than  a  year  a  schoolmaster  had  been 
*nt  by  the  Company  to  start  a  school,  probably  at  the  request  of  the  Nova  Scotians 
But  aim  an  excess  of  philanthropic  zeal  and  a  shortage  of  experience  in  successful 
colonizing  led  to  great  difficulties,  exacerbated  by  an  oppressive  administrator  who 
put  profit  above  Jhilanthropy.  All  this  led  to  a  series  of  insurrections  by  the  black 

settlers  amidst  attacks  by  the  native  blacks.  ,  ■  u  i 

As  things  went  from  bad  to  worse,  the  evangeUcals  and  the  humanitanans  back 
home  in  England  got  to  work  again  to  organize  the  Society  for  Missions  to  Africa  and 
the  East  in  1799^  which  became  the  Church  Missionary  Society  (C.M.S.)  m  1804, 
^omton  and  Wilberforce  again  being  involved.  This  was  a  case  in  which  the  abofition 
movement  and  the  rising  missionary  movement  coalesced  around  the  plight  o  he 
aerra  Leone  experiment.  In  1808  on  the  same  day  that  the  abolition  of  the  s^ave  trade 
took  effect  in  British  colonies  the  Sierra  L^one  Company  handed  over  the  admmjsto 
non  of  the  colony  to  the  British  government.  The  humanitarian  pnde  and  oudook 
wL  well  expressed  in  their  report  which  stated  their  goal  as  having  estabhshed  a 
colony  which  “may  become  an  emporium  of  commerce,  a  school  of  industry  and  a 
source  of  knowledge,  civilization,  and  religious  improvement  to  the  inhabitants  of  the 

liberated  slaves  rescued  by  the  British  navy  from  slave  ships  plying  the 
west  coast  of  Africa  were  enabled  to  settle  in  Sierra  Leone.  Meanwhile  mother 
philanthropic  society  began  to  aid  education.  This  was  the  Afncan  l^shtution  forme 
ri807  and  functioning  for  two  decades.  Eventually,  however,  the  Church  Missionary 
Society  became  the  dominant  educational  agency  in  Sierra  Uone,  first  at  the  request 
of  thfgovemor  and  with  government  support,  eventually  (after  1826)  by  setting  up  i 
own  sLols  when  government  support  for  its  efforts 
principal  achievements  was  the  establishment  in  1 827  of  the  Chnstian 
to  be  known  as  Fourah  Bay  College,  which  became  an  important  center  of  ^v“ 
education  for  all  of  West  Africa  and  beyond.  It  did  not  the  trades  and  pra^^^^^^ 

education  which  had  been  established  in  a  prior  institution  m  1816  by  the  Churcn 
Missionary  Society.  Rather  it  stressed  an  academic  curnculum  ^ 

English,  but  Arabic  and  local  languages.  The  opportunity  for  academic  study  ^ 
extended  when  the  Church  Missionary  Society  Grammar  School  was  openedm  18  , 

and  one  for  girls  in  1848.  By  1868  there  were  seventy-eight  schools  m  Sierra  Uo 
enrolling  nearly  8,000  pupils,  a  proportion  estimated  to  be  one  out  of  every  six  m 
total  population;  at  this  time  the  proportion  in  England  was  one  in  seven. 

These  latter  points  support  the  view  that  the  African  demand  for  a  es  p 
of  education  was  growing.  The  C.M.S.  grammar  school  curriculurn  “jV 

grammar  and  composition,  Latin,  Greek,  mathematics,  geograp  y,  i  ’ 

astronomy,  the  thirty-nine  articles  of  faith  of  the  Church  of  England,  Enghshhisto^. 
writing,  and  music.  This  curriculum  might  not  be  what  the  govemmeii  « 
thought  illiterate  Africans  ought  to  study,  but  it  was  what  the  Enghsh  ° 

their  own  grammar  schools  at  home .  And  it  aided  the  liberated  Afncans  to  find  p 


’’Quoted  in  D.  L.  Sumner,  Education  in  Siena  Leone,  Government  of  Sierra  Leone,  Freeto*  , 
1963,  p.  17. 


education  IN  THE  "CIVILIZING  MISSION"  OF  THE  WEST 


501 


for  themselves  in  the  urbanizing,  commercial  life  of  Freetown.  In  this  respect  the 
experience  paralleled  that  of  Ghana.  But  it  was  even  more  important,  for  in  the  late 
1830s  and  early  1840s  when  some  of  the  liberated  slaves  who  had  been  snatched  out 
of  the  Yoruba-speaking  region  of  Nigeria  began  to  return  to  their  homeland,  they  took 
with  them  the  desire  for  a  Western  education.  This  was  only  one  example  in  which  the 
Sierra  Leone  emphasis  upon  education  made  it  an  important  source  of  supply  of  the^ 
Western-educated  elites  who  eventually  took  more  and  more  of  the  leadership  of 
Africa  into  their  own  hands. 

Western  education  was  introduced  into  Nigeria  on  the  wave  of  missionary 
activity  that  began  in  the  early  1840s  and  lasted  until  the  1860s,  when  considerable 
hostility  to  them  arose  as  a  result  of  the  wars  and  the  annexation  of  Lagos  by  the 
British  government  in  1861.  During  this  period  the  most  influential  missionary  groups 
were  the  Church  Missionary  Society,  the  Wesleyan  Methodist  Missionary  Society,  the 
Foreign  Mission  Committee  of  the  United  Presbyterian  Church  of  Scotland,  and  at 
mid-century  the  Foreign  Mission  Board  of  the  Southern  Baptist  Convention  of  the 
United  States.  The  missionary  and  the  humanitarian  roles  preceded  that  of  the 
aovemment  in  Nigeria.  The  slave  traders  were  of  course  ahead  of  all  others,  but  it  was 
a  unique  combination  of  evangelicals  and  humanitarian  laymen  who  saw  that  the  slave 
trade,  while  legally  abolished,  was  still  actively  oppressing  thousands  of  Africans. 

The  religious  motive,  humanitarian  benevolence,  the  abohtionist  cause,  and 
commercial  enterprise  were  impressively  rolled  together  into  the  civilizing  mission.  The 
ideology  expressing  these  goals  was  nowhere  better  stated  than  by  T.  F.  Buxton, 
originator  of  the  ill-fated  Niger  expedition  of  1841 .  In  his  ‘Trospectus  of  the  Soaety 
for  the  Extinction  of  the  Slave  Trade  and  for  the  Civilization  of  Africa’  (a  title  to  stir 
the  emotions  of  the  righteous  philanthropist  in  1839),  Buxton  added  to  Christianity 
the  following  ingredients  of  the  civilizing  mission: 


adoption  of  effectual  measures  for  reducing  the  principal  languages  of 
Western  and  Central  Africa  into  writing  . . .  prevent  or  mitigate  the  prevalence  of 
disease  and  suffering  among  the  people  of  Africa . . .  encouragement  of  practical 
science  in  aU  its  various  branches,  the  system  of  drainage  best  calculated  to 
succeed  in  a  climate  so  humid  and  so  hot . . .  afford  essential  assistance  to  the 
natives,  by  furnishing  them  with  useful  information  as  to  the  best  mode  of 
cultivation;  as  to  the  productions  which  command  a  steady  racket;  and  by 
introducing  the  most  approved  agricultural  implements  and  seeds.  The  time  may 
come  when  the  knowledge  and  practice  of  the  mighty  powers  of  ^eam  might 
contribute  rapidly  to  promote  the  improvement  and  prospenty  of  that 
try  . . .  assist  in  promoting  the  formation  of  roads  and  canals  . . .  manufacture  of 
paper,  and  the  use  of  the  piinting  press. 

This  is  an  excellent  summation  of  the  humanitarian  view  of  the  civihzing  misaon 
and,  despite  the  reference  to  “natives,”  canied  less  of  the  tone  of  racial  supenonty  than 


Murray,  London,  1840,  p.  60. 
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many  of  the  offical  statements  of  the  period.  In  a  well-noted  passage  in  his  widely  read 
book  entitled  The  African  Slave  Trade  and  Its  Remedy  (1840)  Buxton  summed  up  the 
ingredients  which  would  enable  the  Africans  themselves  to  prevent  the  slave  trade 
through  the  development  of  their  own  social  and  cultural  potential: 

Let  missionaries  and  schoolmasters,  the  plow  and  the  spade,  go  together, 
and  agriculture  will  flourish;  the  avenues  to  legitimate  commerce  will  be  opened; 
confidence  between  man  and  man  will  be  inspired;  whilst  civilization  will 
advance  as  the  natural  effect,  and  Christianity  operate  as  the  proximate  cause  of 
this  happy  change.^ 

Thus  Englishmen  developed  a  “noble  purpose”  to  compensate  for  the  sins  of  the 
slave  trade.  Given  the  circumstances  of  the  intrusions  already  made  by  the  Westerners, 
could  they  simply  go  away?  The  resounding  answer  given  by  Buxton,  Henry  Venn,  and 
other  humanitarians  is  echoed  in  our  own  day.  They  must  stay  long  enough  to  give 
economic  aid,  technical  assistance,  and  specialized  training  to  an  educated  middle  class 
of  Africans  who  would  in  turn  civilize  and  modernize  their  fellows. 

The  modernizing  dreams  of  Buxton  and  Venn  were,  however,  damped  down  by 
a  resurgent  imperialism.  True,  the  Select  Committee  on  Africa  (Western  Coast)  in  1865 
advised  the  British  government  to  withdraw  from  Africa,  after  preparing  the  Africans 
to  run  their  own  affairs  (as  if  they  had  not  done  so  for  hundreds  of  years),  but  this,  of 
course,  did  not  happen.  Not  all  Englishmen  were  as  convinced  as  Buxton  and  Venn 
were  that  Africans  should  be  or  indeed  could  be  educated  in  the  civilization  of  the 
West.  Wliat  humanitarian  education  did  do,  in  Nigeria  as  in  Ghana  and  Sierra  Leone, 
was  to  prepare  those  who  lived  in  the  urban  centers  to  enter  into  the  commercial 
sector  of  the  society.  Tliis  happened  to  give  the  Yorubas  who  lived  in  the  coastal  and 
nearby  regions  a  head  start  among  all  the  other  tribes  of  Nigeria. 

Ajayi  discerningly  notes  that  Western  missionaries  insisted  upon  observance  of 
particular  fonns  of  personal  conduct  and  relationships  as  evidence  of  civilization:  the 
social  amenities  (games  and  afternoon  tea,  of  course);  Victorian  courtesy,  manners, 
obedience,  reserve,  and  dress;  monogamous  marriage;  fidelity  (in  sexual  conduct); and 
Western  habits  of  eating,  drinking,  dancing,  and  sanitary  facilities.^®  Only  those  who 
have  lived  for  extended  periods  of  time  in  the  closed  compound  ot  a  boarding  school 
in  Africa  can  genuinely  know  how  important  to  the  inmates  such  matters  come  to  be. 
In  that  setting  all  the  nuances  of  feelings  of  superiority  and  interiority,  of  affection 
and  aversion,  of  command  and  discipline  become  ever  more  acute.  Obviously,  the 
high-sounding  phrases  or  the  laments  of  despair  reported  by  the  headmasters  to  the 
directors  back  home  were  affected  by  the  personal  and  intimate  matters  that  surged 
through  the  Mission  compound  walls  and  boarding  schools  of  Africa. 

Wdien  ah  else  was  said,  however,  the  essence  of  the  problem  ot  uplift,  or  of  social 
improvement,  or  of  rehgious  conversion,  or  of  civilization  for  the  peoples  ot  a 

^T.  F.  Buxton,  The  African  Slave  Trade,  The  Remedy,  Benedict,  New  York,  1840,  vol.  2,  p.  218. 

J.  F.  Ade  Ajayi,  Christian  Missions  in  Nigeria,  1841-1891;  The  Making  of  a  New  Elite,  North¬ 
western  University  Press,  Evanston,  Ill.,  1965,  pp.  13-16. 
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traditional  folk  society  revolved  around  the  matters  of  literacy  in  the  schools.  The 
marks  of  distinction  between  a  folk  society  and  a  civilized  society  since  3500  B.C. 
have  been  literacy  and  formal  education  as  well  as  a  differentiated  urban  society.  The 
successor  societies  of  Mesopotamian  civilization  had  to  leam  the  written  language  of 
tlieir  predecessors.  Hellenizing  meant  learning  Greek.  Learning  Latin  was  the  pro¬ 
paedeutic  to  the  rise  of  Western  civilization.  Is  it  so  surprising  that  acquisition  of  a 
written  language  should  be  even  more  important  in  the  process  of  fundamental  social 
change  in  modem  times?^^ 

So  while  there  was  debate  over  the  importance  of  conversion  to  Christianity  or 
adoption  of  Western  manners,  or  the  teaching  of  practical  studies,  the  value  of  learning 
a  written  language  (either  the  Western  language  itself  or  Western  literature  translated 
into  the  vernacular)  was  agreed  to  by  virtually  everyone  who  admitted  that  the 
Africans  could  learn  any  language.  This  point  was  well  put  by  the  American  leader  of 
the  Baptist  missionaries  in  Nigeria,  Thomas  Jefferson  Bowen,  in  1857: 

Our  designs  and  hopes  in  regard  to  Africa,  are  not  simply  to  bring  as  many 
individuals  as  possible  to  the  knowledge  of  Christ.  We  desire  to  establish  the 
Gospel  in  the  hearts  and  minds  and  social  life  of  the  people,  so  that  truth  and 
righteousness  may  remain  and  flourish  among  them,  without  the  in  strum  entaiity 
of  foreign  missionaries.  This  can  not  be  done  without  civilization.  To  establish 
the  Gospel  among  any  people,  they  must  have  Bibles,  and  therefore  must  have 
the  art  to  make  them,  or  the  money  to  buy  them.  They  must  read  the  Bible,  and 
this  implies  instruction. .  .  .  which  can  not  exist  without . .  .  civilization.^^ 

This  implies  clearly  that  while  the  Gospel  may  have  first  spiritual  priority,  the 
first  practical  priority  must  be  the  development  of  written  materials  and  their  use  in 
teaching.  To  Protestant  missionaries  this  meant,  of  course,  translation  of  the  Bible  into 
the  hundreds  of  spoken  languages  in  use  by  those  they  would  convert.  No  wonder  then 
that  Christian  missionaries  have  been  prolific  agents  for  the  development  of  written 
languages  among  the  preliterate  peoples  of  the  world. 


D.  THE  BRITISH  MISSION  IN  INDIA 

When  the  English  and  other  Westerners  turned  their  civilizing  mission  efforts  to  India, 
however,  they  found  a  much  different  situation.  They  now  had  to  deal  with  a  literate 
civilization  much  older  than  their  own,  whose  educated  elite  already  possessed  one  or 
more  highly  sophisticated  literary  languages,  Sanskrit,  Arabic,  or  Persian.  The  question 
was  now,  who  was  civilizing  whom?  The  language  problem  became  acute  in  the 
mid-nineteenth  century.  It  remained  so  for  more  than  another  century. 

For  analysis  of  several  societies  in  Asia  and  Africa,  see  Jack  Goody  (ed.),  Literacy  in  Traditional 
Societies,  Cambridge  University  Press,  London,  1968. 

J.  Bowen,  Adventures  and  Missionary  Labours  in  Several  Countries  in  the  Interior  of  Africa 
from  1849  to  1856,  Frank  Cass  &  Co.,  Ltd.,  London,  1857,  pp.  321-322. 
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In  India,  Western  merchants  preceded  missionaries,  schoolmasters,  and  govern¬ 
ment  officials’  by  many  decades.  The  Portuguese  were  the  first  Westerners  on  the 
scene,  as  early  as  the  beginning  of  the  sixteenth  century,  followed  in  the  seventeenth 
century  by  the  Dutch  and  the  British,  the  Danes  and  the  French.  By  the  middle  of  the 
eighteenth  century  the  British  East  India  Company  (founded  in  1 600)  had  estabhshed 
its  superiority  over  the  other  Western  trading  companies,  receiving  assistance  from  the 
British  mihtary  (both  navy  and  army)  in  extending  its  power  over  larger  and  larger 
sections  of  India  itself.  Then  in  turn  it  began  to  be  more  closely  regulated  by 
Parliament  during  the  early  nineteenth  century,  until  full  authority  was  transferred 
from  the  company  to  the  crown  in  1858,  a  year  after  the  widespread  “mutiny”  by 
Indian  troops  in  Northern  India. 

Although  a  few  missionaries  began  to  go  to  India  early  in  the  eighteenth  century 
under  the  auspices  of  the  Society  for  Promoting  Christian  Knowledge,  the  East 
India  Company  was  not  particularly  enthusiastic  about  promoting  English  education 
until  late  in  the  century  when  prodded  from  London  by  the  company’s  court  of 
directors  and  by  Parliament.  These  in  turn  had  been  importuned  by  the  same 
evangelical  and  humanitarian  groups  who  were  interested  in  the  missionizing  and 
civilizing  of  Africa.  For  example.  Parliament  passed  the  Pitt  Act  in  1784  taking  upon 
itself  the  responsibility  for  the  welfare  and  civilization  of  the  Indian  people  rather  than 
leaving  these  goals  to  the  company.  Thereupon,  the  missionaries  became  active  in  the 
major  presidencies  of  the  company  (Calcutta,  Madras,  Bombay)  by  estabhshing  their 
English  schools. 

The  leading  lights  of  the  company  in  India  were  not  indifferent  to  all  education, 
for  they  had  been  influenced  by  a  few  scholarly  gentlemen  who  felt  it  was  much  better 
politically  to  promote  the  ancient  religious  languages  of  India  (Sanskrit  for  Hindus  and 
Arabic  for  Moslems)  as  well  as  the  official  language  of  India  (Persian)  rather  than  to 
risk  the  antipathy  that  might  be  aroused  by  being  too  pushy  about  importing  the 
English  language  and  literature.  For  example,  in  1781  Warren  Hastings  gave  company 
sup°port  to  the  efforts  of  Moslems  in  Calcutta  to  establish  a  madmssa,  or  Islamic 
college,  to  foster  the  traditional  learning  of  Islam  in  Arabic.  In  1792  John  Duncan  did 
the  same  for  a  comparable  Sanskrit  college  of  Hindu  learning  at  Benares;  and  colleges 
for  Persian  learning  were  later  promoted  at  Poona  and  Delhi.  In  1784  Sir  WiUiam  Jones 
had  formed  the  Royal  Asiatic  Society  to  promote  Sanskrit,  Arabic,  and  Persian 
studies,  not  solely  for  political  reasons  but  because  he,  as  an  outstanding  oriental 
scholar,  believed  they  were  genuinely  among  the  superior  languages  of  the  world. 

It  was  in  this  setting  that  the  humanitarians  at  home  began  to  redouble  their 
efforts  to  get  Parliament  and  the  company  to  send  British  teachers  to  India  and  to 
encourage  the  missionaries  to  spread  English  education  by  giving  support  to  the 
mission  schools  from  government  funds.  This  proposal  was  forwarded  by  Willie 
Wilberforce  at  the  prodding  of  Charles  Grant,  a  former  company  employee,  during 
consideration  of  the  twenty-year  renewal  of  the  company’s  charter  in  1793.  Wilber¬ 
force  did  not  achieve  his  purpose  against  the  opposition  of  those  who  were  fearful  that 
the  spread  of  English  education  would  promote  unrest  among  the  Indians  as  it  had 
among  the  Americans. 


EDUCATION  IN  THE  '^CIVILIZING  MISSION'"  OF  THE  WEST 


505 


But  Wilberforce,  Grant,  and  others  of  the  humanitarian  and  evangelical  party 
known  as  the  Clapham  sect  persisted  and  achieved  more  success  in  the  next  twenty- 
year  review  of  the  company’s  charter  in  1813.  This  time  Parliament  authorized  (but 
did  not  require)  the  company  to  give  financial  support  (10,000  rupees  a  year)  to 
schools  and  other  institutions  that  would  be  used  for  "‘the  revival  and  improvement  of 
literature  and  the  encouragement  of  the  learned  natives  of  India,  and  for  the  introduc¬ 
tion  oi  a  knowledge  of  the  sciences  among  the  inhabitants  of  the  British  territories  in 
India 

While  the  Indians  were  referred  to  as  “learned  natives,”  at  least  this  was  a  step 
up  from  the  terminology  of  “coloured  races”  and  “peasants”  which  was  used  to  apply  to 
Africans.  The  current  of  superior  attitude  reflected  in  such  terms  was  strong  and  deep 
among  generations  of  Englishmen,  and  just  as  strongly  and  deeply  resented  by 
generations  of  Indians.  Nevertheless,  the  British  government  was  again  committed  to 
the  use  of  public  funds  for  government  schools  abroad  nearly  fifty  years  before  it  did 
so  in  England  itself,  and  the  Christian  missions  were  allowed  to  extend  their  work  to 
aH  company  territories.  The  most  successful  school  established  in  these  early  years  was 
that  of  Alexander  Duff  of  the  Free  Church  of  Scotland  established  in  Calcutta,  ffis 
work  became  a  model  for  those  who  would  promote  English  education  in  India  rather 
than  an  oriental  education. 

Despite  the  mandate  of  the  East  India  Company  Act  of  1813,  the  company 
officials  moved  ever  so  slowly;  in  the  manner  of  stodgy  bureaucracies  they  spent  many 
years  in  making  surveys  of  indigenous  education.  They  interpreted  the  act  to  mean 
that  oriental  literature  should  be  “revived,”  not  English  introduced.  They  were  also 
very  reluctant  to  interpret  the  act  to  mean  that  they  should  establish  colleges  as  in 
England  but  rather  should  extend  their  support  to  Hindu  and  Moslem  scholars  for 
private  study.  But  by  1823  a  Committee  of  Public  Instruction  was  set  up  in  Bengal  to 
administer  the  company  schools  which  consisted  of  one  English  college,  six  oriental 
colleges,  and  a  number  of  vernacular  primary  schools.  The  point  of  view  of  the 
Committee  of  Public  Instruction  was  almost  solidly  orientalist  in  1824. 

But  while  the  officials  in  India  were  going  their  orientalist  way,  the  pressures  at 
home  were  building  up  for  an  Anglicized  education.  The  Utilitarians  had  joined  the 
evangelicals  in  their  generally  low  estimate  of  Indian  languages,  literature,  and  culture, 
plumping  hard,  as  might  be  expected,  for  useful  studies.  James  Mill  himself  from  1817 
took  up  the  cudgel  for  the  necessity  of  educational  reform  in  India.  Meanwhile,  in 
India  a  new  Hindu  college  was  established  in  Calcutta  by  David  Hare  and  by  the 
energetic  Indian  campaigner  for  English  studies,  Rammohun  Roy,  the  outstanding 
nineteenth  century  Indian  modernist.  This  college  was  the  first  Hindu  institution  to 
promote  Western  learning. 

When  in  1823  the  Company’s  Committee  of  Public  Instruction,  ignoring  all  the 
ferment,  planned  to  establish  in  Calcutta  a  Sanskrit  college  to  complement  the  Islamic 
college  there,  the  pot  really  began  to  boil.  Despatches  from  London,  written  by  James 

Sharp,  Selections  from  Educational  Records,  Part  1, 1 78 FI 839,  Superintendent  Government 
Printing,  Calcutta,  1920,  p.  22. 
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Mill,  were  severely  critical  of  the  plan,  hammering  away  at  the  need  for  studies  based 
upon  the  principle  of  utility,  namely  English  studies.  And  Rammohun  Roy  himselt 
took  up  the  cudgels  in  a  persuasive  protest  that  outdid  other  Anglicists  in  its  contempt 
for  Sanskrit  knowledge  as  utterly  useless  and  in  his  praise  for  English  scientific  studies 
as  just  what  Indians  needed  most.  Covered  by  elaborate  and  respectful  professions  of 
humility,  and  couched  in  beautifully  turned  English  phrases  (note  his  twist  on  the 
term  natives),  Roy  made  his  case: 

When  this  seminary  of  learning  was  proposed,  we  understood  that  the 
government  of  England  had  ordered  a  considerable  sum  of  money  to  be  annually 
devoted  to  the  instruction  of  its  Indian  subjects.  We  were  filled  with  sanguine 
hopes  that  this  sum  would  be  laid  out  in  employing  European  gentlemen  of 
talent  and  education  to  instruct  the  natives  of  India  in  Mathematics,  Natural 
Philosophy,  Chemistry,  Anatomy,  and  other  useful  sciences,  which  the  natives  of 
Europe  have  carried  to  a  degree  of  perfection  that  has  raised  them  above  the 
inhabitants  of  other  parts  of  the  world. . . . 

[Instead]  the  Government  are  establishing  a  Sanscrit  school  under  Hindu 
Pandits  to  impart  such  knowledge  as  is  already  current  in  India.  This  seminary 
(similar  in  character  to  those  which  existed  in  Europe  before  the  time  of  Lord 
Bacon)  can  only  be  expected  to  load  the  minds  of  youth  with  grammatical 
niceties  and  metaphysical  distinctions  of  little  or  no  practical  use  to  the  pos¬ 
sessors  or  to  society.  The  pupils  will  there  acquire  what  was  known  two 
thousand  years  ago  with  the  addition  of  vain  and  empty  subtleties  since  then 
produced  by  speculative  men,  such  as  is  already  commonly  taught  in  all  parts  of 
India.’'^ 

For  a  decade  the  controversy  between  the  Orientalists  and  the  Anglicists  took 
place  at  long  range  between  London  and  Calcutta  and  locally  in  both  places.  Mean¬ 
while  the  Whigs  came  to  power  in  1830  on  a  wave  of  liberal  reform,  and  soon 
thereafter  the  first  subsidies  from  government  funds  were  made  on  behalf  of  voluntary 
schools  in  England  in  1833.  So  when  the  company  charter  once  more  came  up  for 
review  in  1833,  it  called  for  a  ten-fold  increase  in  the  annual  support  for  education  in 
India.  The  character  of  the  Committee  of  Public  Instruction  in  Calcutta  had  now 
radically  changed.  Its  brash  thirty-four-year-old  chairman,  right  out  of  England,  and 
innocent  of  classical  Indian  literature,  was  Thomas  Babington  Macaulay,  a  fervid 
Anglicist.  His  famous  Minute  of  1835  turned  the  tide  in  favor  of  the  civilizing  mission 
of  English  education.  He  was  contemptuous  of  Arabic  and  Sanskrit,  assuring  the 
committee  that  “a  single  shelf  of  a  good  European  library  was  worth  the  whole  native 
literature  of  India  and  Arabia”  and  that 

all  the  historical  information  which  has  been  collected  from  all  the  books 
written  in  the  Sanscrit  language  is  less  valuable  than  what  may  be  found  in  the 
most  paltry  abridgments  used  at  preparatory  schools  in  England.  In  every  branch 

Rammohun  Roy,  Tlie  English  Works  of  Raja  Rammohun  Roy,  The  Panini  Office,  Bahadurganj, 
Allahabad,  1906,  p.472. 
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of  physical  or  moral  philosophy,  the  relative  position  of  the  two  nations  is 
nearly  the  same.^^ 

For  sheer  cultural  arrogance  Macaulay  surpassed  most  of  the  other  early  nine¬ 
teenth-century  “civilizers.”  He  played  heavily  on  the  theme  that  there  was  a  useful 
analogy  between  what  the  great  Latin  and  Greek  classics  did  for  the  civilizing  of 
Englishmen  during  the  Renaissance  and  the  same  values  that  the  great  English  and 
European  literatures  could  now  bestow  upon  Indians,  as  indeed  they  had  already  done 
in  civilizing  the  Russians.  He  ended  his  Minute  with  the  notorious  peroration: 

To  sum  up  what  I  have  said,  I  think  it  clear  .  . .  that  English  is  better  worth 
knowing  than  Sanscrit  or  Arabic,  that  the  natives  are  desirous  to  be  taught 
English,  and  are  not  desirous  to  be  taught  Sanscrit  or  Arabic;  that  neither  as  the 
languages  of  law,  nor  as  the  languages  of  religion,  have  the  Sanscrit  and  Arabic 
any  peculiar  claim  to  our  engagement;  that  it  is  possible  to  make  natives  of  this 
country  thoroughly  good  English  scholars,  and  that  to  this  end  our  efforts  ought 
to  be  directed  .  .  .  that  it  is  impossible  for  us,  with  our  limited  means,  to 
attempt  to  educate  the  body  of  people.  We  must  at  present  do  our  best  to  form 
a  class  who  may  be  interpreters  between  us  and  the  millions  whom  we  govern;  a 
class  of  persons,  Indian  in  blood  and  color,  but  English  in  taste,  in  opinions,  in 
morals,  and  in  intellect.  To  that  class  we  may  leave  it  to  refine  the  vernacular 
dialects  of  the  country,  to  enrich  those  dialects  with  terms  of  science  borrowed 
from  the  Western  nomenclature,  and  to  render  them  by  degrees  fit  vehicles  for 
conveying  knowledge  to  the  great  mass  of  the  population. 

The  governor  of  the  Company,  Lord  Bentinck,  accepted  Macaulay’s  arguments 
and  opted  for  English  education.  Despite  grave  doubts  in  London,  including  those  of 
John  Stuart  Mill,  who  thought  Macaulay  demeaned  too  much  the  Indian  classical 
languages,  the  Macaulay  position  became  the  dominant  view.  English  replaced  Persian 
as  the  official  language  of  the  law  courts  in  1837,  and  public  examinations  for  civil 
service  positions  were  made  available  to  Indians  in  1844.  Missionaries  expanded  greatly 
their  primary  schools  taught  in  the  vernacular  w^hile  government  schools  on  the 
secondary  level  concentrated  on  English.  Neither  could  cope  with  the  demand. 
Whatever  else  may  be  said  of  Macaulay’s  view  he  was  proved  right  that  Indians  were 
interested  in  English  education. 

By  the  time  the  next  and  final  renewal  of  the  East  India  Company’s  charter  was 
made  in  1853,  the  victory  for  the  Anglicists  had  been  sealed.  The  1854  Despatch  by 
Sir  Charles  Wood  set  the  guidelines  for  the  future:  Each  province  would  have  a 
department  of  education  and  a  Director-General  of  Public  Instruction  to  oversee  a 
system  of  vernacular  schools  for  primary  education,  and  build  middle  schools,  insti¬ 
tutes  for  teacher  training,  secondary  schools  and  colleges  that  would  teach  English  to 
prepare  students  for  three  new  universities  to  be  established  in  the  three  presidencies, 

Thomas  Babington  Macaulay,  Minutes  on  Education,  Baptist  Mission  Press,  Calcutta,  1862,  p. 
107-108. 
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Bombay,  Madras,  and  Calcutta.  In  addition,  there  would  be  a  system  of  grants-in-aid  to 
private  schools,  regardless  of  religious  affiliation,  if  they  provided  a  secular  education 
and  allowed  governmental  inspection. 

Although  the  Wood  Despatch  is  sometimes  regarded  as  the  “Charter  of  Indian 
Education,”  its  principal  early  achievements  were  the  establishment  of  departments  of 
public  instruction  and  the  estabUshment  of  three  universities  in  1857.  The  enthusiasm 
of  the  departments  for  wide  expansion  of  primary  and  secondary  education  was  as 
limited  as  the  funds.  They  adhered  to  the  filter-down  theory  and  left  primary  and 
secondary  education  largely  to  the  missionaries  and  to  Indian  private  enterprise  which 
responded  with  surprising  alacrity,  keeping  an  eye  on  admission  to  the  universities. 
Students  flocked  to  the  new  universities  in  unprecedented  numbers;  that  is,  they 
flocked  to  coUeges  affiliated  to  the  universities  which  did  the  examining  and  degree¬ 
granting  along  the  model  of  the  University  of  London. 

Such  response  is  not  really  surprising  when  it  is  remembered  that  the  British 
penetrated  India  through  the  major  sea  ports,  long-established  commercial  centers 
dominated  by  urban,  literate  elites  that  were  predominantly  Hindu.  The  principal 
spheres  of  influence  left  to  Moslem  rulers  of  India  were  the  inland  regions  of  northern 
India.  Therefore,  the  English  trading  culture  and  its  developing  economic  and  political 
power  became  focal  points  for  the  Hindu  classes  to  strengthen  themselves  vis-a-vis  the 
Moslems  of  India.  No  wonder  they  eagerly  sought  preferment  through  an  English 
education  which  would  enable  them  to  improve  their  status. 

This  intense  competition  between  Hindus  and  Moslems  was  further  complicated 
by  the  bewildering  variety  of  castes,  classes,  religions,  sects,  and  groups  that  made  up 
the  vastly  heterogeneous  Indian  civilization.  English  education  was  thus  seen  as  a 
means  of  defending  against  competitors  a  status  already  achieved  or  improving  a  status 
too  long  hopelessly  outclassed  by  others  that  enjoyed  more  educational  opportunity. 
No  wonder  the  lower  castes  took  to  the  missionary  education  which  came  from 
outside  the  social  system  that  repressed  them  and  which  preached  the  equahty  of  all 
men  in  the  sight  of  the  Christian  God.  No  wonder  the  literate  elite  of  the  Hindu  caste 
took  to  the  English  language  which  was  no  more  alien  to  them  than  the  imported 
Arabic  of  Moslems  or  the  Persian  of  the  Mogul  rulers  had  been.  In  fact,  their  hteracy 
in  at  least  one  language  and  their  urban  background  gave  them  a  head  start  in  cultural 
and  in  economic  preferment  over  the  rural  and  inland  populace. 

Thus  the  outsider’s  civilizing  mission  to  India  sometimes  exacerbated  already 
existing  divisions  along  ethnic,  rehgious,  linguistic,  and  commercial  lines,  as  it  did  in 
West  Africa.  It  promoted  an  unevermess  in  social,  economic,  and  poHtical  development 
among  different  groups  and  different  regions  of  the  country.  Even  more  than  in  those 
parts  of  West  Africa  where  the  literate  patterns  of  a  traditional  civihzation  were 
absent,  the  literate  Indians  responded  positively  to  the  Western  hterary  education. 
While  Rammohun  Roy  spoke  warmly  of  the  virtues  of  Western  science,  the  fact  was 
that  it  was  the  traditional  En^sh  literary  and  humanistic  education  that  prevailed 
more  than  did  the  modernizing,  scientific,  technical,  or  utilitarian  studies.  The  result  in 
both  cases  was  a  high  priority  for  English  academic  literary  education.  Language  more 
than  science  was  seen  to  be  the  principal  civilizing  agent.  The  preoccupation  in  the 


EDUCATION  IN  THE  “CIVILIZING  MISSION"  OF  THE  WEST 


509  ,• 

nineteenth  century  with  the  process  of  Westernization  rather  than  with^e^process  p?  / 
modernization  perhaps  postponed  the  national  development  of  India  Isog^lhan 
might  otherwise  have  been  the  case. 

All  in  all,  the  British  humanitarian  thrust  toward  spreading  Western  chdlization 
by  Christian  missions,  by  commerce,  by  government,  and  by  education  was  far  more 
elaborate  and  widespread  during  the  first  half  of  the  nineteenth  century  than  that  of 
any  other  Western  nation.*’  Cathohc  France,  heavily  engaged  in  wars  on  the  European 
continent  and  wracked  by  internal  conflicts  between  conservative,  liberal,  and  radical 
forces,  did  not  erapt  with  the  evangelical  vigor  or  the  commercial  aggressiveness  that 
marked  the  Protestant  nations  of  the  West.  To  be  sure,  the  French  were  making 
inroads  into  Africa,  especially  in  Senegal  and  the  Ivor>'  Coast,  but  their  educational 
influence  did  not  match  that  of  the  British  until  the  age  of  later  imperialism  opened 
Africa  to  Belgian  and  German  intrusion  as  well  as  to  British  and  French. 


E.  THE  AMERICANS  JOIN  THE  CHRISTIAN  ENDEAVOR 

While  the  humanitarian  and  evangelical  impulses  within  the  United  States  came  close 
to  matching  those  in  Britain,  the  American  outreach  to  the  rest  of  the  world  was  far 
less  extensive  up  to  the  middle  of  the  nineteenth  century.  This  was  due  partly  to  its 
later  arrival  as  a  competitor  in  world  trade,  partly  to  the  necessity  of  building  stable 
and  effective  institutions  of  government  and  religion  after  the  war  for  independence, 
and  partly  due  to  the  preoccupation  of  the  humanitarian  impulse  with  the  all- 
absorbing  abolition  of  slavery.  Britain  was  favored,  if  that  be  the  word,  on  all  these 
counts. 

Stanley  Elkins  points  to  the  fact  that  the  contestants  on  both  sides  of  the 
abolition  struggle  in  the  United  States  came  to  display  increasingly  closed  minds  as  to 
alternatives  or  modifications  of  the  system.*®  Opponents  of  slavery  moved  more  and 
more  to  positions  that  demanded  immediate  and  unqualified  aboHtion.  No  com¬ 
promise  could  be  made  with  the  moral  evil  of  slavery  as  preached  by  William  lloyd 
Garrison  and  his  Liberator  from  1831  onwards.  Immediate  and  uncompromising 
repentance  of  the  sin  of  slavery  was  preached  by  students  at  Lane  Theological 
Seminary  and  Oberlin  College.  The  moral  impatience  of  college  students  has  a  long 
history;  moderation  in  opposition  to  slavery  was  taken  as  a  sign  of  weakness.  On  the 
opposite  side,  the  proslavery  apologists  found  values  in  the  system  even  when  it  was 
actually  becoming  financially  unproOtable  and  inefficient  as  an  economic  system  in 
the  light  of  technical  and  industrial  developments. 

So  neither  side  could  come  to  consider  institutional  ways  in  which  slavery  could 
be  changed,  reformed,  or  abolished  gradually,  and  in  which  the  owners  as  well  as  the 

*’For  examples  drawn  &om  the  Bahamas,  Ceylon,  India,  Egypt,  Cyprus,  and  Nigeria,  see  Brian 
Holmes  (ed.).  Educational  Policy  and  the  Mission  Schools;  Case  Studies  from  the  British  Empire, 

Routledge,  London,  1967. 

Stanley  Elkins,  Slavery,  a  Problem  in  American  Industrial  and  Intellectual  Life,  University  of 
Chicago  Press,  Chicago,  1959- 
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few  persons  turned  o  e  u  influence  in  the  institutional  centers  of  power  in 

fact  that  the  hum, mlamns  had 

government  „’g  jeientralized  into  competing  governmental  jurisdlc- 

States  were  »  ft.^enKd  “d  »  „„  Eatablishment 

"“o’  in?d  statefttort  wd*  “  compared  with  that  in  Britain  ^ 

toond  hat  American  humanitarians  did  not  work  so  effectively  in  and 
Beyona  max,  h  thev  did  have  in  order  to  effect  social  change. 

through  ‘'^Y'^^TthaUheTramcendentalists  of  the  Concord  community  were  intellec- 
Elkins  points  out  that  .„„^gctions  in  government,  law,  industry,  church,  or 

tuals  without  msti  u  ional  ^^^^blished  separate  communities  to  work  out 

university.  The  laeausiic  f  Harmony.  This  point  cannot  be 

fafforSuch  humanitarian  enthusiasm  did  flow  into  the  large  scale  public 
carried  too  tar,  tor  m  reform.  But  the  point,  I  believe, 

app^s^th^Tciarfom  to  American  participation  in  the  international  aspects  of  the 
powerful  coterie  of  allies  worked  in  commercial  companies 

s„ci,.ics.o  spmad  thegospd  o.m,.a 

,0  develop  rude  m  Ato 

tial  lawyers,  pohticians,  hg  y  p  .  aovemment  behind  their  mission 

officials  to  mobilize  the  power  and  authority  oi  goveram 

•  wvd  mp  American  missionary  societies  were  weak  (until  after  mid- 

ceot»r,yheX.ve«.»elly»^-^^^^^^ 

,847.  Americuh  °Ce  id  British  moved  tostmuget 

early  humanitarian  forays  into  Sierra  Leone  ana  c 

rofcii:trhStr«it^^^^^^ 

“;rs"tBed"nhe“^^^^^  speaket  of  rite  House  of 

Representatives,  spoke  thus  of  the  Liberia  project. 

Can  there  be  a  nobler  cause  than  that  which,  whilst  it  ^7ts 

own  country  of  a  useless  and  pernicious,  if  not  ^  and  the 

population,  contemplates  the  spreading  of  the  arts  of  civiliz 


Ibid.,  chap.  4. 
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possible  redemption  from  ignorance  and  barbarism  of  a  beniglited  quarter  of  the 
globe! 

Another  factor  that  needs  a  good  deal  of  investigation  is  the  policy  of  the 
American  societies  in  sending  Negro  missionaries  to  Liberia  on  die  theory^  that  blacks 
could  stand  up  better  under  die  rigors  of  the  African  climate  than  could  white  men.  in 
the  1830s  and  1840s,  highly  qualified  white  missionaries  were  sent  to  conduct  schools 
in  Liberia.  Many  of  them  had  been  especially  trained  for  missionar\^  work  through 
study  of  the  classics  and  theology  at  Princeton  Theological  Seminary  and  had  been 
sent  out  by  the  Western  Foreign  Missionary  Society  or  by  the  Presbyterian  Board  of 
Foreign  Missions. 

By  1850  the  number  of  highly  trained  white  missionaries  began  to  decline  as  the 
number  of  qualified  black  missionaries  became  available  to  pick  up  the  main  burden  of 
the  work  during  the  second  half  of  the  century.  Perhaps  more  important  than  the 
color  of  the  missionaries  or  their  training  was  the  fact  that  the  effort  of  the  American 
missionaries  was  less  broadly  humanitarian  (intended  to  improve  the  quality  of  life  for 
the  general  population)  and  more  narrowly  focused  on  training  American-liberian 
blacks  to  become  Christian  missionaries  to  spread  the  gospel  in  Liberia.  The  lack  of 
rapport  between  the  blacks  imported  from  America  and  the  blacks  of  the  \lllages  of 
Liberia  made  it  clear  that  there  was  no  automatic  bond  of  color  that  could  surmount 
the  differences  in  culture. 

Conceivably,  the  American  blacks  could  have ‘‘civilized”  the  general  population  of 
native  blacks  more  effectively  if  they  had  set  out  to  do  so,  but  apparently  the  effort  to 
raise  the  general  educational  level  of  the  entire  African  peoples  of  Liberia  was  minimal. 
The  social  distance  between  the  Afro-Americans  and  the  Africans  in  Liberia  remained 
as  great  if  not  greater  than  tliat  between  the  imported  black  settlers  and  the  natives  of 
Sierra  Leone.  In  neither  case  did  the  Afro-Americans  give  indication  of  wishing  to  give 
up  their  Western  acculturation  in  exchange  for  the  traditional  folk  society  culture  they 
found  in  Africa.  Most  Afro-Americans  in  Liberia  did  not  regard  themselves  as  Africans 
and  they  did  not  give  equal  rights  to  the  Africans  when  they  set  up  their  American- 
style  constitution. 

The  local  blacks  in  the  various  West  African  colonies  did  seem  to  have  one  thing 
in  common  when  faced  with  the  Western  education  from  outside.  They  recognized  it 
as  a  means  of  advancement  or  preferment  in  the  modernizing  sector  of  society.  The 
plaint  from  Rev.  Jonathan  Alward  from  Liberia  in  1840  sounds  familiar: 

They  are  actuated  in  part,  by  curiosity,  but  the  strongest  motive  is  the  love 
of  gain.  They  are  a  very  avaricious  people.  Some  of  them  seem  to  think  that  the 
white  man  is  in  possession  of  some  secrets,  as,  for  instance,  the  knowledge  of 
writing,  which  would  greatly  assist  them  in  trade,  and  they  also  know  that  we 
cannot  settle  in  their  country  for  any  purpose  without  bringing  some  trade.  But, 

Report  of  the  meeting  on  the  Colonization  of  Free  Blacks,  Daily  National  Intelligencer^  vol.  4, 
no.  1236,  December  24,  1816. 
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whatever  may  be  the  cause  of  their  willingness  to  receive  us,  we  may  make  use  ot 
it  for  good,  and  by  a  very  prudent  course  gradually  exert  a  salutary  influence.^' 

To  Rev.  Alward  the  Liberians  may  have  seemed  simply  avaricious,  but  his 
students  were  sensing  more  than  he  realized  when  they  believed  that  the  white  man’s 
secret  of  the  knowledge  of  writing  was  indeed  a  powerful  secret  and  an  instrument  of 
modernization  even  if  not  so  intended  by  the  penetrating  missionary.  Whether  the 
civilizing  mission  could  have  been  undertaken  with  less  disruption  or  devastation  of 
the  receiving  culture,  with  less  imposition  of  alien  and  upsetting  ideas,  and  with  greater 
respect  for  the  welfare  of  those  affected  is,  of  course,  one  of  the  great  questions  of 
modem  history. 

It  is  just  possible  that  if  the  American  and  British,  and  all  the  other  Western 
devotees  of  the  civilizing  mission,  had  listened  more  closely  to  the  kind  of  advice  given 
to  the  young  American  college  students  at  Princeton  Theological  Seminary  in  1833  by 
a  British  missionary  from  overseas,  the  process  could  have  been  still  more  civilized. 
The  Reverend  John  Philip  of  the  London  Missionary  Society  argued  that  the  general 
education  of  the  entire  African  community  was  the  necessary  condition  of  a  successful 
mission; 


If  I  have  enlarged  more  upon  the  importance  of  early  education  than  upon 
the  importance  of  preaching  to  the  people,  it  is  because  too  many  good  people, 
and  too  many  missionaries  regard  the  latter  as  everything,  and  the  former  as  of 
little  importance;  and  because  the  duties  of  the  one  are  more  agreeable  to  the 
fancy,  to  the  indolence,  and  to  the  vanity  of  the  human  mind,  than  the 
other. . . .  The  gospel  never  can  have  a  permanent  footing  in  a  barbarous 
country,  unless  education  and  civilization  go  hand  in  hand  with  our  religious 
instructions. 

Ironically,  the  Reverend  Mr.  Philip  was  writing  to  the  Americans  from  the  Cape 
of  Good  Hope  in  South  Africa.  But  the  majority  of  Americans  were  not  Ustening, 
either  to  the  plea  for  widespread  education  of  Africans  in  their  homeland  or  to  the 
need  for  widespread  education  of  Afro-Americans  in  the  land  to  which  they  had  been 
transported  as  slaves.  In  fact,  most  of  the  little  education  that  was  provided  for  slaves 
in  the  American  South  up  to  1860  could  well  be  thought  of  as  a  phase  of  the  more 
general  civilizing  mission  of  the  West.  It  is  true  that  many  slaves  on  the  plantations 
were  trained  as  artisans  to  undertake  the  diversified  trades  needed  for  large-scale 
farming  and  support  of  a  plantation  settlement,  but  this  was  largely  for  the  economic 
benefit  of  the  slave  owner 

The  Foreign  Missionary  Chronicle,  vol.  8,  no.  7,  July  1840.  Italics  added. 

Letter  from  the  Rev.  John  Philip,  D.  D.  Superintendent  of  the  Missions  of  the  London 
at  the  Cape  of  Good  Hope,  &c.  to  the  Society  of  Inquiry  on  Missions  in  the  Theological  Seminary, 
Mnceton,  New  Jersey,  Princeton,  N.J.,  1833,  p.  22. 

Marcus  Wilson  Jemegan,  Laboring  and  Dependent  Classes  in  Colonial  America,  16074783, 
Frederick  Ungar,  New  York,  1931  and  1960,  chaps.  1-2. 
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It  is  also  true  that  as  many  as  15  to  20  percent  of  adult  Negroes  could  read  in 
the  post-Re¥olutionary  period  of  the  1780s  and  1790s?'^  In  the  South  this  was 
achieved  largely  as  a  result  of  humanitarian  efforts  to  help  the  oppressed  and  of 
missionary  efforts  to  teach  English  so  that  the  Negroes  could  read  the  Bible.  In  the 
North  the  democratic  revolutionary  spirit  led  to  the  opening  of  some  schools  for 
blacks  and  by  blacks  themselves.  If  the  motivations  of  the  ci\ili2ing  mission  directed  at 
the  education  of  Negro  slaves  had  been  allowed  to  take  on  the  full-scale  power  which 
was  soon  to  be  applied  to  popular  education  for  whites,  a  widespread  education  for 
blacks  might  have  resulted,  and  possibly  the  course  of  history^  changed. 

But  with  the  onset  of  the  second  quarter  of  the  nineteenth  century'  a  reaction 
began  to  set  in.  Bloody  insurrections  in  Haiti,  an  influx  of  free  Negroes  from  the  West 
Indies,  and  the  growing  demand  for  cotton  which  increased  the  demand  for  slaves  ail 
led  to  repressive  measures  designed  to  prevent  uprisings  among  the  slaves.  In  the 
South,  these  included  the  prohibiting  of  slave  owners  from  teaching  slaves  to  read  and 
write,  even  if  the  owners  desired  to  do  so.  Even  in  the  North  measures  were  taken  to 
prevent  free  Negroes  from  teaching.  As  a  result  of  the  general  repression,  literacy 
dropped  to  around  10  percent  by  1860.^^ 

It  is  true,  of  course,  that  some  slave  owners  continued  to  allow  their  slaves  to  be 
taught,  some  slaves  taught  themselves  or  gained  help  secretly,  and  in  the  North  some 
schools  and  colleges  were  established  for  blacks,  notably  an  academy  in  Washington, 
D.C.  by  Mrs.  Myrtella  Miner  and  one  by  Wilberforce  in  Ohio.  Some  white  colleges  like 
Western  Reserve,  Lane  Seminary,  and  Oberlin  admitted  a  few  blacks.  Bullock  docu¬ 
ments  the  permissiveness  of  indulgent  or  sympathetic  white  owners  that  enabled  many 
Negroes  to  obtain  an  education  and  a  wide  variety  of  technical  skills  and  thus  to 
prepare  themselves  to  exert  leadership  among  the  free  Negro  population.  As  a  result  of 
the  “Hidden  Passage”  that  was  never  wholly  closed,  the  free  Negro  population  grew  at 
a  more  rapid  rate  than  the  slave  population  between  1790  and  1860. 

Many  of  the  slaves  who  gained  an  education  despite  the  repression  of  the  closed 
system  in  the  South  escaped  to  the  North  to  become  literate  leaders  for  revolt  and 
eventually  for  abolition.  It  was  no  accident  that  almost  all  the  black  leaders  had  been 
able  to  achieve  some  measure  of  education:  Denmark  Vesey,  David  Walker,  Nat 
Turner,  Thomas  H.  Jones,  Lunceford  Lane,  Frederick  Douglass,  Austin  Seward.^^  This 
was  no  mean  achievement  to  be  made  against  the  enormous  odds  of  the  brutal  slave 
system.  The  unextinguishable  spirit  of  the  blacks  themselves  and  the  surreptitious  aid 
of  sympathetic  white  humanitarians  made  the  exceptions  to  mass  illiteracy  possible. 
So  long  as  a  literate  leadership  of  10  percent  was  tolerated,  the  blacks  could  produce 
an  effective  elite. 


Carter  G.  Woodson,  The  Education  of  the  Negro  Prior  to  1861,  Associated  Publishers,  Washing¬ 
ton,  D.C,  1919,  p.  85  (reissued  by  Arno  Press,  New  York,  1968). 

p.  228. 

Henry  AUen  Bullock,  A  History  of  Negro  Education  in  the  South,  from  1619  to  the  Present, 
Harvard  University  Press,  Cambridge,  Mass.,  1967,  p.  14. 
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When  the  Union  Armies  began  to  control  various  parts  of  the  South  and 
appealed  to  philanthropic  societies  for  aid  to  help  feed,  clothe,  and  educate  the  freed 
slaves,  the  humanitarian  agencies  loosed  their  enormous  energies  to  the  task.  The 
American  Missionary  Association,  the  Home  Mission  Society  of  the  Baptist  Church 
(North),  the  Freedman’s  Aid  Society,  the  General  Conference  of  the  Methodist 
Episcopal  Church,  and  many  others  joined  in  a  new  task  for  the  civilizing  mission,  to 
prepare  the  freed  slaves  to  become  self-supporting  and  self-respecting  citizens.  With  the 
onset  of  Reconstruction  the  civilizing  mission  itself  began  to  undergo  a  transforma¬ 
tion.  In  a  word,  ithad  to  become  a  “citizenizing”  mission,  a  goal  that  was  proclaimed  by 
the  Fourteenth  Amendment  in  1868,  but  still  not  to  be  fully  achieved  a  hundred  years 
later.  It  took  white  Americans  a  long  time  to  realize  that  a  genuinely  modern  society 
could  not  be  realized  until  that  goal  was  achieved. 

It  took  white  Americans  still  longer  to  apply  even  the  ideal  of  a  principle  of 
citizenship  to  the  original  Americans.  The  civilizing  mission  was,  if  anything,  more 
reluctantly  transformed  into  a  citizenizing  mission  with  regard  to  American  Indians 
than  it  was  with  regard  to  American  Negroes.  The  linkage  of  the  Christianizing  and  the 
civilizing  mission  had  its  roots  deep  in  colonial  ideology,  though  not  particularly 
widespread  in  practice.  True,  Harvard  had  made  gestures  toward  educating  Indians, 
and  the  College  of  William  and  Mary  proposed  to  do  so  in  the  original  charter  of  1693 
as  did  Moon’s  Charity  School  founded  by  Eleazar  Wheelock  when  it  became  Dart¬ 
mouth  College  in  1769.  After  the  Revolutionary  War  the  Anglican  efforts  of  the 
Society  for  the  Propagation  of  the  Gospel  in  Foreign  Parts  to  educate  Indians  were 
taken  up  by  the  several  Americanized  Protestant  denominations  which  founded  scores 
of  schools  for  Indians.  Humanitarians  also  established  manual  labor  schools  in  the 
Indian  communities,  and  even  the  government  provided  very  limited  funds  to  aid  the 
work. 

Noteworthy  is  the  fact,  too,  that  some  of  the  Indians  themselves  wanted  schools 
and  the  means  of  Western  education.  As  early  as  1791  the  Senecas  asked  President 
Washington  to  send  them  teachers  to  help  their  children  learn  farming  and  the  three 
R’s.  By  1850  the  Cherokees  had  provided  their  own  school  system  of  more  than 
twenty  schools  and  1,000  students.  The  other  members  of  the  Five  Civilized  Tribes, 
the  Choctaws,  Creeks,  Chickasaws,  and  Seminoles,  took  similar  steps  to  civilize 
themselves  by  establishing  towns,  farms,  and  churches  as  well  as  schools  after  they 
moved  from  the  Southeast  to  the  Indian  Territory  of  Oklahoma  following  the 
Removal  Act  of  1830.  There  they  hoped  to  organize  themselves  politically,  economi¬ 
cally,  and  educationally  into  a  confederation  and  eventually  become  a  self-governing 
commonwealth  or  state  in  the  Union. 

But  white  Americans  in  general  and  the  federal  government  in  particular  could 
not  admit  of  such  self-government.  Rather,  Indian  Affairs  were  a  matter  for  the  War 
Department  from  1824  to  1849  when  they  were  assigned  to  the  Department  of 
Interior.  Eastern  Indians  were  given  lands  beyond  the  Mississippi  in  return  for  leaving 
their  lands  in  the  east  by  action  of  Congress  in  the  Removal  Act  of  1830.  Whereupon 
the  Supreme  Court  in  1831  declared  the  Indians  to  be  dependent  peoples  analogous  to 
the  relation  of  a  ward  to  his  guardian.  They  were  not  to  be  regarded  as  independent 
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nations,  despite  all  the  treaties  that  had  been  signed,  nor  as  slaves,  nor  as  citizens.  Up 
to  the  Civil  War  they  were  simply  to  be  Christianized  and  civilized  by  their  friends-or 
robbed  and  cheated  and  despoiled  by  their  enemies. 

After  the  Civil  War  a  humanitarian  concern  for  the  assimilation  of  Indians  into 
modernizing  America  did  increase  and  the  Federal  government’s  role  enlarged,  but  the 
record  up  to  then  was  not  very  encouraging.  Martha  E.  Layman  sums  up  the  century 
between  1780  and  1880  as  follows: 

The  net  results  of  almost  a  hundred  years  of  effort  and  the  expenditure  of 
hundreds  of  thousands  of  dollars  for  Indian  education  were  a  small  number  of 
poorly  attended  mission  schools,  a  suspicious  and  disillusioned  Indian  popula¬ 
tion,  and  a  few  hundred  products  of  missionary  education,  who,  for  the  most 
part,  had  either  returned  to  the  blanket  or  were  living  as  misfits  among  the 
Indian  or  white  population.^^ 

The  educational  problems  raised  by  the  confrontation  of  the  American  Indian 
folk  culture  and  American  Western  civilization  were  if  anything  more  baffling  than 
those  facing  Euro-Americans  and  Afro-Americans.  In  both  cases  the  hope  and  the  faith 
of  the  civilizing  mission  was  that  formal  education  was  the  answer.  Were  the  discourage 
ing  results  due  to  the  shortcomings  of  organized  schooling  itself,  or  to  the  inappro¬ 
priate  purposes  of  assimilation,  the  poorly  trained  teachers,  or  the  unbridgeable  gaps 
of  culture,  language,  or  racial  capacity?  To  the  mid-nineteenth  century  the  answers 
were  not  forthcoming.  To  most  white  Americans  the  Indian  problem  was  far  off  in  the 
wild  West-for  the  pioneers,  the  cowboys,  and  the  army  to  worry  about.  But  the 
modernizing  process  would  not  let  the  matter  lie  there,  the  whole  American  West  had 
somehow  to  be  Westernized-that  is,  modernized-during  the  coming  century.  The 
problem  would  not  go  away.  It  became  ever  more  acute,  as  we  saw  in  Chapter  13. 

Martha  E.  Layman,  “A  History  of  Indian  Education  in  the  United  States,”  unpublished  doctoral 
dissertation,  University  of  Minnesota,  Minneapolis,  1942,  p.  15. 


CHAPTER  XV 


EDUCATION 
AND  WESTERN 
IMPERIALISM 

(1860s  A.D.-THE  PRESENT) 


A.  CONDUIT  FOR  A  WORLDWIDE  MODERNIZATION  PROCESS 

In  the  century  following  the  1860s  the  most  portentous  agency  through  which  the 
impact  of  Western  education  was  exerted  upon  the  traditional  societies  of  the  rest  of 
the  world  was  modern  imperialism.^  For  better  or  worse,  imperialism  dispersed 
Western  education  around  the  globe,  stimulated  the  modernization  of  the  peoples  it 
touched,  and  helped  to  shape  an  international  and  cosmopolitan  social  order  that 
forecast  the  emergence  of  a  worldwide  civilization.  This  is  not  to  say  that  imperialism 
was  a  good  way  to  achieve  such  results,  but  it  h  to  say  that  imperiahsm,  moderniza¬ 
tion,  and  cosmopolitanism  were  inextricably  entangled  with  each  other,  and  that 
Western  education  was  a  major  ingredient  of  all  three. 

It  is  well  to  remember  that  imperialism  is  not  a  new  phenomenon,  nor  is  it  a 
stranger  to  education.  In  fact,  it  boasts  one  of  the  longest  records  of  existence  in 
human  history,  roughly  4,500  years.  If  imperialism  can  be  defined  in  essence  as  the 
direct  rule  over  the  territory  and  lives  of  one  people  by  the  government  of  another,^ 
the  history  of  imperialism  goes  back  almost  as  far  as  the  history  of  civilization  itself. 
(See  Exhibit  15.1 -Imperialism  at  a  Glance).  A  few  centuries  after  urban,  literate  ways 

^Imperialism  acquired  exceedingly  complex  connotations  in  the  nineteenth  century,  and  generaEy 
received  a  ‘'bad  press”  in  the  cold  war  atmosphere  of  the  mid-twentieth  century.  No  matter  what 
its  connotations,  use  of  the  term  cannot  be  shirked  in  dealing  with  the  spread  of  Western  education 
since  1850.  See,  for  example,  Richard  Koebner,  with  Helmut  Dan  Schmi&t,  Imperialism:  the  Story 
and  Significance  of  a  Political  Word,  1840'1960,  Cambridge  University  Press,  London,  1964;  A.  P. 
Thornton,  Doctrines  of  Imperialism,  Wiley,  New  York,  1965;  George  Lichtheim,  Imperialism, 
Praeger,  New  York,  1971;  Philip  D.  Curtin  (ed.).  Imperialism,  Harper  &  Row,  New  York,  1971; 
Ronald  Robinson  and  John  Gallagher  with  Alice  Deimy,  Africa  and  the  Victorians:  the  Climax  of 
Imperialism  (c.  1961),  Doubleday,  Garden  City,  N.Y.,  1968. 

^Thornton,  op.  cit.,  p.  5. 
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of  life  appeared  in  Mesopotamia,  Egypt,  India,  and  China,  bureaucratic  empires  also 
appeared,  attempting  to  centralize  their  policies  and  utilizing  organized  systems  of 
education  to  train  men  for  offices  in  the  imperial  bureaucracies. 

In  all  these  premodern,  traditional  empires  the  organized  systems  of  education 
were  also  instrumental  in  acculturating  “foreigners”  to  the  dominant  cultures  of  the 
empires.  This  was  true  when  successive  conquerors  took  over  an  estabhshed  empire, 
absorbed  its  culture  and  education,  and  adapted  themselves  to  its  civilization;  for 
example,  the  Akkadians,  Babylonians,  and  Assyrians  who  successively  ruled  Meso¬ 
potamia;  the  Mongols  and  Manchurians  who  ruled  China;  and  the  Germans  who 
conquered  Rome.  It  was  also  true  when  the  empires  spread  over  the  territories  of  the 
peoples  they  conquered,  bringing  their  education  as  instruments  of  their  civilization, 
as,  for  example,  in  the  Hellenistic,  Roman,  Arab,  Aztec,  and  Incan  empires. 

Around  the  sixteenth  century,  imperialism  took  on  for  the  first  time  in  history  a 
worldwide  character.  The  premodern  empires  (except  for  the  Greek  city-states)  were 
principally  land-based  empires  with  the  rule  of  the  farthest  reaches  of  territory  subject 
to  the  limited  technology  of  overland  travel  and  communication.  With  the  onset  of 
early  modern  times  the  seafaring  peoples  of  Western  Europe  became  the  spearhead  of 
waterborne  empires  that  eventually  encircled  the  globe,  embracing  large  parts  of  the 
Americas,  Africa,  Asia  and  Oceania,  as  well  as  of  Europe.  Meanwhile,  imperial  thrusts 
outward  were  also  being  made  by  the  expansionst,  land-based  peoples  to  compete  with 
the  aggressive  Western  Europeans:  the  Russians  pushed  eastward  across  the  entire 
continent  of  Asia  to  the  Pacific  and  southeastward  into  Central  Asia;  the  Ottoman 
Turks  pushed  across  North  Africa  and  deep  into  Europe  from  West  Asia;  and  the 
Chinese  expanded  north,  west,  and  south  from  the  Chinese  heartland.  In  the  course  of 
300  to  400  years  this  combination  of  Eastern  and  Western  empires  spread  their 
cultural  and  educational  institutions  with  greater  or  lesser  intensity  to  the  remote 
reaches  of  the  globe. 

By  the  middle  of  the  nineteenth  century  this  movement  produced  a  critical 
movement  in  world  history.  The  age-old  balance  among  the  traditional  land-based 
civilizations  of  the  Afro-Eurasian  ecumene  began  to  wobble  uncertainly.  Astonishingly 
soon  it  collapsed  in  the  face  of  the  overpowering  surge  of  a  new  imperialism  from  the 
West.  I  prefer  the  term  late  imperialism,  because  it  was  not  wholly  new  nor  unrelated 
to  the  early  modern  imperialism,  but  it  did  have  a  distinctive  character.  Its  most 
aggressive  representatives  were  the  rapidly  modernizing  nations  of  the  West,  Britain, 
France,  Germany,  the  United  States,  and  to  a  lesser  extent,  Holland,  Belgium, 
Denmark,  and  Italy.  These  were  the  primary  or  generative  modernizers  who  first  took 
the  lead  in  modernizing  themselves  in  the  heartland  or  inner  zone  of  the  West.  That  it 
was  the  primary  modernizers  who  took  the  imperialist  lead  from  1850  onward  was  a 
fact  of  momentous  import.  It  meant  that  late  modern  Western  imperialism  was 
exceedingly  rapidly  established  over  virtually  aU  of  Africa,  as  well  as  over  much  of 
Asia.  It  thus  has  carried  the  brunt  of  the  reaction  against  imperialism  and  imperiafists 
in  recent  years. 

What  is  sometimes  overlooked,  however,  is  that  the  traditional  Eastern  empires, 
Russian,  Ottoman,  Japanese,  and  Chinese,  all  with  an  enormous  stake  in  Asia,  began  to 


Exhibit  15.1  Imperialism  at  a  Glance 


I.  Premodem  Imperialism* -25QQ  B.C.  to  1500  A.D. 

A.  Nonbureaucratic  Empires 

1.  Old  Persian  Empires  . 

a.  Ahmenid-sixth  to  fourth  centuries  B.C. -patrimonial 

b.  Parthian— second  century  B.C.  to  third  century  A.D. —patrimonial 

2.  Greek  City-States-fifth  to  fourth  centuries  B.C. 

3.  Republican  Rome-fourth  to  first  centuries  B.C. 

4.  Carolingian-eighth  to  ninth  centuries  A.D.-patrimonial 

5.  Holy  Roman-tenth  to  sixteenth  centuries  A.D. 

6.  Feudal  Europe-tenth  to  thirteenth  centuries  A.D. 

7  Feudal  Japan— twelfth  to  sixteenth  centuries  A.D. 

s'.  Mongols-thirteenth  to  sixteenth  centuries  A.D.-nomad  or  conquest  empires 
9.  Early  Arab  Caliphates-seventh  to  eighth  centuries  A.D.-  conquest  empires 

B.  Centralized  Bureaucratic  Empires 

1.  Egyptian— twenty-eighth  to  sixth  centuries  B.C. 

2.  Mesopotamian 

a.  Akkadian  j  _  ] 

b.  Babylonian  >  twenty-fourth  to  sixth  centuries  B.C. 

c.  Assyrian  ) 

3.  Hellenistic 

a.  Ptolomies  I  fourth  to  first  centuries  B.C. 

b.  Seleucids  ) 

4.  Roman-first  century  B.C.  to  fifth  century  A.D. 

5 .  Byzantine-third  to  fifteenth  centuries  A.D . 

6.  Persian 

a.  Sassanid-third  to  seventh  centuries  A.D. 

b.  Saffawid  (Safavid)-sixteenth  to  eighteenth  centuries  A.D. 

7.  Indian 

a.  Maurya-fourth  to  second  centuries  B.C. 

b.  Gupta-fourth  to  fifth  centuries  A.D. 

c.  Mogul-sixteenth  to  eighteenth  centuries  A.D. 

8.  Chinese 

a.  Han-second  century  B.C.  to  third  century  A.D. 

b.  T’ang-seventh  to  tenth  centuries  A.D. 

c.  Sung— tenth  to  thirteenth  centuries  A.D. 

d.  Yuan  (Mongol)-thirteenth  to  fourteenth  centuries  A.D. 

e.  Ming-fourteenth  to  seventeenth  centuries  A.D. 

f.  Ch’ing  (Manchu)-seventeenth  to  twentieth  centuries  A.D. 

9.  Later  Arab  Caliphates 

a.  Abbasids-eighth  to  thirteenth  centuries  A.D. 

b.  Omayyad  Caliphate  of  Cordoba-eighth  to  eleventh  centuries  A.D. 

c.  Fatimid  Caliphate  of  Egypt-tenth  to  twelfth  centuries  A.D. 

d.  “Imperial  cult”  in 

black  African  kingdoms-thirteenth  to  sixteenth  centuries  A.D. 

10.  Aztec-fourteenth  to  sixteenth  centuries  A.D. 

1 1 .  Inca-fourteenth  to  sixteenth  centuries  A.D. 

*The  list  of  premodem  empires  is  adapted  from  S.  N.  Eisenstadt,  The  Political  Systems  of  Empires 
the  Rise  and  Fall  of  the  Historical  Bureaucratic  Societies,  Free  Press  of  Glencoe,  New  York,  1963. 


Exhibit  1 5.1  Imperialism  at  a  Glance  (Continued) 


n.  Modern  Imperialism- 1 500  A.D.  to  the  Present 

A.  Early  Modern  Imperialism- 1 500  A.D.  to  1 860s  A.D. 

1 .  Originating  in  Europe 

a.  Expanding  overseas  from  Europe— seaborne  empires  to:  America, 

Africa,  Asia 

(1 )  Portuguese 

(2)  Spanish 

(3)  Dutch 

(4)  British 

(5)  French 

(6)  Danish 

b.  Land-borne  empire  to  Asia 

(1)  Russian 

c.  Principally  internal  to  Europe 

(1)  Swedish 

(2)  Holy  Roman 

(3)  Austrian 

(4)  Prussian 

2.  Originating  in  Asia 

a.  Ottoman— expanding  to  Europe  and  North  Africa 

b.  Chinese— expanding  north,  south,  and  west 

c.  Japanese 

B.  Late  Modern  Imperialism — 1 860s  to  the  Present 

1 .  The  Empires  of  the  Primary,  Generative  Modernizers-Western  Imperialism 

a.  British 

b.  French 

c.  German 

d.  American 

e.  Dutch 

f.  Belgian 

g.  Danish 

h.  Italian 

2.  The  Empires  of  the  Secondary,  Derivative  Modernizers- Eastern  Imperialism 

a.  Russian 

b.  Ottoman 

c.  Japanese 

d.  Chinese 

3.  Defensive  Modernization  outside  the  Empires 

a.  Thailand 

b.  Iran 

c.  Afghanistan 

d.  Ethiopia 

C.  Disimperialism 

1 .  Following  the  Napoleonic  Wars 
a.  Latin  America 

2.  Following  World  War  I 
a.  Eastern  Europe 

3.  Following  World  War  11 
a.  Asia 

b-  Africa 
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mobilize  their  own  societies  in  order  to  fend  off  the  threat  posed  by  the  Westerners. 
Each  in  its  own  way  proceeded  to  strengthen  itself  with  the  Westerners’  own  most 
powerful  instruments  of  technology,  science,  and  education.  In  adopting  a  stance  of 
“defensive  modernization”  the  Eastern  empires  borrowed  much  from  the  West,  and  it 
is  in  this  sense  that  they  may  be  called  secondary  or  derivative  modernizers  as  they  too 
swept  millions  of  “other  peoples”  into  their  imperial  orbits.  While  the  Ottoman 
Empire  was  dismembered  by  World  War  I  and  the  Japanese  empire  was  similarly 
dismembered  by  World  War  II,  and  while  the  Western  powers  underwent  a  massive 
surge  to  disimperialism  after  World  War  II,  the  rale  established  by  the  traditional 
Russian  and  Chinese  empires  over  the  peoples  of  vast  territories  in  Asia  has  not  been 
relinquished  by  the  modernizing  Communist  governments. 

In  the  decade  of  the  1860s  imperialism  began  to  take  on  a  new  coloration. 
Whereas  early  modem  imperiaUsm  had  been  largely  maritime  and  commercial  in 
character,  with  relatively  little  territorial  aggrandizement  (except  in  the  Americas),  in 
its  late  modem  form  imperial  governments  began  to  exert  direct  control  over  the  lands 
of  the  less  advanced  peoples.  The  rapid  rise  in  the  populations  of  the  modernizing 
European  countries  created  a  push  toward  emigration  that  led  60  milhon  Europeans  to 
move  out  of  Europe  between  1840  and  1940,  particularly  to  Asian  Russia  (Siberia, 
Caucasus,  and  Central  Asia),  Argentina,  Brazil,  Canada,  AustraUa,  and  the  West  Indies. 
Britain  moved  ever  more  aggressively  into  India  and  expanded  onto  the  Malay 
peninsula.  The  Russians  moved  across  the  Asian  continent  to  found  Vladivostok 
(1860)  and  marched  into  Turkestan  to  take  Tashkent  (1864).  France  moved  into 
Mexico,  North  Africa,  and  Southeast  Asia.  In  fact,  the  use  of  the  term  imperialism  in 
its  late  modem  sense  was  particularly  applied  to  Napoleon  III  of  France  in  the  1860s, 
as  he  sought  to  extend  French  influence  in  Mexico  by  setting  up  Maximilian  as 
emperor  and  in  Indochina  by  taking  over  Cochin  China  (South  Vietnam)  and  Cam¬ 
bodia.^ 

The  Asian  empires  were  so  vulnerable  and  nonprogressive  (especially  the  Otto¬ 
man,  Chinese,  and  Persian)  that  the  Western  imperialists,  including  Russia,  found  it 
relatively  easy  to  add  political  jurisdiction  and  financial  investment  in  land,  mines,  and 
railroads  to  their  commercial  activities.  This  was  sometimes  done  by  extracting 
agreements  to  give  special  privileges  to  the  Western  powers  (extraterritoriahty  in 
China,  capitulations  in  Turkey,  spheres  of  influence  in  Persia  to  Russia  in  the  north 
and  to  Britain  in  the  south).  Elsewhere,  control  was  exerted  through  protectorates  in 
which  the  external  power  ruled  indirectly  through  local  chiefs,  sultans,  or  kings,  or 
through  colonies  directly  governed  by  Western  officials  sent  in  by  the  imperial  power. 
Control  was  sometimes  achieved  in  the  classic  way  by  absorbing  within  the  empire 
peoples  who  lived  in  contiguous  territories  and  stood  in  the  way  of  the  imperial  thrust. 
(Russia  moved  to  their  east,  and  China,  Brazil,  and  the  United  States  to  their  west).  By 
and  large,  the  imperiahst  impact  on  traditional  societies  in  Asia  preceded  that  in 
Africa,  but  from  1880  onwards  the  outward  push  of  the  modernizers  (secondary  as 
well  as  primary)  accelerated  so  rapidly  that  the  imperial  powers  of  West  and  East  alike 
carved  up  virtually  the  entire  earth  among  themselves  (See  Figure  15.1).  The  prepon- 

^Koebnet,  with  Schmidt,  op.  cit.,  pp.  1-26. 
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derance  of  power  went  clearly  to  the  Europe-oriented  societies;  by  the  1930s  the 
colonies  and  ex-colonies  of  Europe  covered  almost  85  percent  of  the  entire  land 
surface  of  the  world. 

The  most  concerted  and  publicly  announced  actions  of  the  Western  nations  took 
place  between  November  1884  and  February  1885  when  thirteen  states  of  Europe  and 
the  United  States  attended  the  Berlin  Conference  and  agreed  upon  the  ground  rules  by 
which  nearly  all  of  Africa  would  be  carved  up.  In  the  course  of  the  scramble  during  the 
next  fifteen  to  twenty  years  the  lion’s  shares  went  to  Britain  and  France  with 
Germany,  Belgium  (or  rather.  King  Leopold),  and  Italy  gaining  their  lesser  shares,  and 
Portugal  and  Spain  holding  on  to  their  earlier  gains.  Within  two  decades  the  rule  of 
Africa  was  turned  upside  down.  Whereas  90  percent  of  Africa  was  ruled  by  Africans  in 
1880,  more  than  90  percent  was  ruled  by  Europeans  by  1900. 

Although  the  United  States  did  not  participate  in  the  carving  up  of  Africa  nor  of 
the  mainland  of  Asia,  its  imperialist  thrust,  headed  southward  and  westward,  paralleled 
in  distance  the  far-flung  engagements  of  Britain,  France,  Germany,  Japan,  and  Russia. 
However,  the  United  States  empire  in  the  Caribbean  islands.  Central  America,  and  the 
Pacific  from  1898  to  1920  was  far  smaller  than  that  of  the  other  major  powers  in  size 
of  territories  (mostly  islands)  and  magnitude  of  population."* 

In  seeking  to  illustrate  the  relatively  sudden  emergence  of  a  global  cosmopoli¬ 
tanism  in  the  decade  of  the  1850s,  William  H.  McNeill  cites  four  events  as  symbolic  of 
the  beginning  of  the  collapse  of  the  traditional  social  orders  in  Asia:  the  Crimean  War 
of  1853  to  1856,  in  which  the  Ottoman  Turks  defeated  the  Russians  with  British  and 
French  help,  but  during  which  the  Ottoman  political  structure  was  severely  weakened; 
the  Mutiny  of  1857  to  1858,  which  signalized  the  toppling  of  the  Mogul  empire  in 
India  and  the  substitution  of  direct  British  imperial  rule;  the  “opening”  of  Japan  to 
Western  trade  in  1854  by  Commodore  Perry’s  American  fleet;  and  the  Taiping 
Rebellion  (1850-1864)  in  China  which  heralded  assaults  upon  the  Manchu  rulers  as 
alien  supporters  of  an  outworn  Confucian  society.  In  all  cases  the  traditional  orders 
were  being  attacked  in  a  setting  of  ever-closer  contact  with  the  West.  Within  a  decade 
or  two  of  1850,  the  major  civilizations  of  the  Middle  East,  India,  China,  and  Japan, 
which  had  maintained  a  balance  among  themselves  for  some  2000  years  and  with  the 
West  for  some  800  years,  were  beginning  to  be  disrupted  by  the  modernizing  power  of 
the  Western  nations. 

In  all  these  ways  the  West’s  modern  imperial  power  not  only  generated  an 
imbalance  that  put  the  older  Moslem,  Indian,  Japanese,  and  Chinese  empires  on  the 
defensive,  but  it  began  to  create  “a  yeasty,  half-formless  but  genuinely  global  cosmo- 
pohtanism  ...  as  the  dominant  reality  of  the  human  community.”^  McNeill  points  to 
the  encirchng  of  the  globe  by  Western  transport,  communication,  and  technology ,  by 
the  ideas  embodied  in  knowledge  of  the  sciences  and  practical  arts,  and  by  the  secular 
vision  of  material  progress  and  welfare.  Palmer  and  Colton  stress  the  fact  that  Western 
imperialism  was  the  first  phase  in  linking  together  the  disparate  civilizations,  which 
had  so  long  lived  a  separate  existence,  into  what  was  to  become  an  interconnected 

"*Robin  W.  Winks,  “Imperialism,”  in  C.  Vann  Woodward  (ed.),  The  Comparative  Approach  to 
American  History,  Basic  Books,  New  York,  1968,  pp.  253-270. 

^William  H.  McNeill,  The  Rise  of  the  West,  University  of  Chicago  Press,  Chicago,  1963,  p.  727. 
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world  society.^  The  second  phase  in  the  development  of  an  interrelated  worldwide 
civilization  came  with  a  speed  unprecedented  in  the  history  of  empires.  As  the  late 
empires  of  the  generative  modernizers  underwent  a  remarkable  and  speedy  move  to 
disimperialism  in  the  mid-twentieth  century  after  only  a  few  decades  of  genuine 
power,  their  erstwhile  dependent  peoples  demanded  an  even  speedier  modernization 
than  ever  before,  this  time  with  the  assistance  of  their  former  rulers  but  on  terms  to  be 
set  by  themselves.  In  both  phases  Western  education  played  a  significant  role. 

What  Imperialism  Meant  to  the  Imperialists 

The  modem  imperialist  fervor  of  the  late  nineteenth  century  was  a  potent  elixir.  It  was 
brewed  with  a  base  of  religious  and  humanitarian  zeal  planted  by  the  earlier  civilizing 
mission  now  in  full  flower,  reinforced  with  the  acquisitive  desire  for  economic  gain  to 
be  realized  from  industrial  as  well  as  commercial  development,  backed  up  by  the 
military  might  of  powerful  navies  and  armies,  inspirited  with  the  pride  and  prestige  of 
a  competitive  nationalism,  and  topped  off  with  the  heady  adventuresomeness  to  be 
gained  from  travel  and  daring-do  in  far  away  places.  The  more  critical  analysts  of 
imperialism,  from  J.  A.  Hobson  to  Lenin,  have  made  of  it  an  image  of  unrelieved 
aggression  by  greedy  capitalists,  feeding  on  the  profits  to  be  obtained  from  the 
exploitation  of  native  labor.  That  the  economic  motivation  was  present  cannot  be 
denied,  but  the  Marxist-Leninist  portrayal  has  been  found  to  be  entirely  too  simplistic. 
It  underplays  the  sense  of  mission  that  motivated  vast  reaches  of  the  Western  peoples, 
without  which  the  conniving  of  a  few  capitalists  or  political  leaders  would  have  been 
relatively  fruitless. 

Whether  it  was  couched  in  terms  of  the  “white  man’s  burden”  of  the  English¬ 
man,  the  kultur  of  the  German,  the  mission  civilisatrice  of  the  Frenchman,  the 
“manifest  destiny”  of  the  American,  or  the  “civilizing  mission”  of  the  Russian,  the 
sense  of  crusade  was  pervasive  throughout  the  populations  of  the  West.  It  ranged  from 
the  religious  missionism  of  evangelical  Christians  to  the  patriotic  jingoism  of  the 
working  classes  of  Britain,  France,  Russia,  and  the  United  States.  The  humanitarian 
protestations  of  the  civilizing  mission  would  not  die.  The  Western  powers  continued  to 
apply  it  to  Africa: 

The  Europeans  thus  developed  a  doctrine  of  imperial  rule  which,  in  the 
Livingstonian  missionary  tradition,  justified  white  governance  by  linking  paci¬ 
fication,  economic  development,  technological  innovation  and  moral  uplift  as  a 
part  of  a  coherent  philosophy.  At  the  Brussels  Conference  of  1890  the  powers 
thus  promised  to  fight  the  slave-trade,  to  build  roads,  railways  and  telegraphs,  to 
prevent  the  unrestricted  traffic  in  fire-arms  and  to  “diminish  inland  wars 
between  the  tribes  ...  to  initiate  them  into  agricultural  works  and  in  the 
industrial  arts  so  as  to  increase  their  welfare ;  to  raise  them  to  civilization  and  to 
bring  about  the  extinction  of  barbarous  customs  such  as  cannibalism  and  human 
sacrifice.”'^ 

*R.  R.  Palmer  and  Joel  Colton,  A  History  of  the  Modern  World,  4th  ed.,  Knopf,  New  York,  1971, 
chaps.  15,  21. 

^L.  H.  Gann  and  Peter  Duignan  (eds.).  Colonialism  in  Africa,  1870-1960,  vol.  I,  The  History  and 
Politics  of  Colonialism,  1870-1914,  Cambridge  University  Press,  London,  1969,p.  24. 
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The  Russians  also  had  spokesmen  for  their  civilizing  mission  to  Asians.  As  early 
as  1851  Friedrich  Engels  in  a  letter  to  Karl  Marx  said,  “For  all  its  baseness  and 
Slavonic  dirt,  Russian  domination  is  a  civilizing  element  ...  in  Central  Asia.”®  A  few 
decades  later  an  aristocrat  put  Russia’s  mission  more  nobly  when  speaking  of  the  need 
to  liberate  the  oppressed  peoples  of  the  East:  “AU  these  people  of  various  races  feel 
themselves  drawn  to  us,  and  are  ours,  by  blood,  by  tradition,  and  by  ideas. 

While  the  British,  the  French,  the  Germans,  and  the  Americans  could  not  have 
agreed  to  such  sentiments  about  kinship  by  blood,  they  had  the  same  supreme 
confidence  in  the  superiority  of  their  versions  of  Western  civilization  (as  the  Japanese 
and  Chinese  did  in  theirs).  Therefore,  they  felt  it  was  only  right  and  just  that  they 
bring  the  benefits  of  their  superior  civilization  to  the  inferior  peoples.  After  all,  it 
would  be  for  their  own  good,  even  if  a  certain  amount  of  force  had  to  be  used  in  order 
to  achieve  the  law  and  order  without  which  civilized  advancement  could  not  take 
place.  A  rational  system  of  justice,  of  fair  taxation,  of  health  care,  and  of  education 
was  a  necessary  framework  for  an  economic  development  that  would  benefit  the 
dependent  peoples,  as  well  as  the  mother  country.  And  even  if  no  other  benefits 
accrued  to  the  colonial  peoples,  they  would  be  able  to  drop  their  heathen  and  pagan 
ways  and  adopt  the  civilizing  mantle  of  Christianity . 

An  imperturbable  and  righteous  conviction  of  superiority  permeated  the  assump¬ 
tions  of  many  imperialist  spokesmen.  Occasionally  they  made  the  conviction  painfully 
explicit.  F.  D.  Lugard  gave  the  foEowing  advice  to  EngEsh  missionaries  respecting  the 
way  they  should  treat  Africans: 


The  essential  point  in  deahng  with  Africans  is  to  establish  a  respect  for  the 
European.  Upon  this-the  prestige  of  the  white  man-depends  his  influence, 
often  his  very  existence,  in  Africa.  If  he  shows  by  his  surroundings,  and  by  his 
assumption  of  superiority,  that  he  is  far  above  the  native,  he  wEl  be  respected, 
and  his  influence  will  be  proportionate  to  the  superiority  he  assumes  and  bears 
out  by  his  higher  accompEshments  and  mode  of  Efe.  In  my  opinion— at  any  rate 
with  reference  to  Africa-it  is  the  greatest  possible  mistake  to  suppose  that  a 
European  can  acquire  a  greater  influence  by  adopting  the  mode  of  Efe  of  the 
natives.  In  effect,  it  is  to  lower  himself  to  their  plane,  instead  of  elevating  them 
to  his.  The  sacrifice  involved  is  wholly  unappreciated,  and  the  motive  would  be 
held  by  the  savage  to  be  poverty  and  lack  of  social  status  in  his  own  country. 
The  whole  influence  of  the  European  in  Africa  is  gained  by  this  assertion  of  a 
superiority  which  commands  the  respect  and  excites  the  emulation  of  the  savage. 
To  forego  this  vantage-ground  is  to  lose  influence  for  good.  I  may  add,  that  the 
loss  of  prestige  consequent  on  what  I  should  term  the  humEiation  of  the 
European  affects  not  merely  the  missionary  himself,  but  is  subversive  of  all 
efforts  for  secular  administration,  and  may  even  invite  insult,  which  may  lead  to 


^Quoted  in  Edward  Allworth  (ed.).  Central  Asia;  a  Century  of  Russian  Rule,  Columbia  University 
Press,  New  York,  1967,  p.  37. 

®  John  K,  Fairbank,  Edwin  0.  Reischauer,  and  Albert  M.  Craig,  East  Asia,  The  Modem  Transforma¬ 
tion,  Houghton  Mifflin  Co.,  Boston,  1965,  p.  469. 
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disaster  and  bloodshed.  To  maintain  it  a  missionary  must,  above  all  things,  be  a 
gentleman;  for  no  one  is  more  quick  to  recognize  a  real  gentleman  than  the 
African  savage.  He  must  at  all  times  assert  himself,  and  repel  an  insolent 
familiarity,  which  is  a  thing  entirely  apart  from  friendship  bom  of  respect  and 
affection.  His  dwelling-house  should  be  as  superior  to  those  of  the  natives  as  he 
is  himself  superior  to  them.  And  this,  while  adding  to  his  prestige  and  influence, 
will  simultaneously  promote  his  own  health  and  energy,  and  so  save  money 
spent  on  invalidings  to  England,  and  replacements  due  to  sickness  or  death. 

Albert  J.  Beveridge  made  the  rafters  of  the  United  States  Senate  ring  with  his 
declaration  of  dependence,  announcing  to  the  world  that  all  men  are  created  unequal 
and  that  some  men  (Americans)  have  the  inalienable  right  to  rule  others  (Orientals): 

The  Philippines  are  ours  forever,  “territory  belonging  to  the  United 
States,”  as  the  Constitution  calls  them.  And  just  beyond  the  Philippines  are 
China’s  illimitable  markets.  We  will  not  retreat  from  either.  We  will  not  repu¬ 
diate  our  duty  in  the  archipelago.  We  will  not  abandon  our  opportunity  in  the 
Orient.  We  will  not  renounce  our  part  in  the  mission  of  our  race,  trustee,  under 
God,  of  the  civilization  of  the  world.  And  we  will  move  forward  to  our  work, 
not  howling  out  regrets  like  slaves  whipped  to  their  burdens,  but  with  gratitude 
for  a  task  worthy  of  our  strength,  and  thanksgiving  to  Almighty  God  that  He  has 
marked  us  as  His  chosen  people,  henceforth  to  lead  in  the  regeneration  of  the 
world.  .  .  . 

It  would  be  better  to  abandon  this  combined  garden  and  Gibraltar  of  the 
Pacific,  and  count  our  blood  and  treasure  already  spent  a  profitable  loss,  than  to 
apply  any  academic  arrangement  of  self-government  to  these  children.  They  are 
not  capable  of  self-government.  How  could  they  be?  They  are  not  of  a  self- 
governing  race.  They  are  Orientals,  Malays,  instructed  by  Spaniards  in  the  latter’s 
worst  estate.  .  .  . 

God  has  not  been  preparing  the  English-speaking  and  Teutonic  peoples  for 
a  thousand  years  for  nothing  but  vain  and  idle  self-contemplation  and  self¬ 
admiration.  No!  He  has  made  us  the  master  organizers  of  the  world  to  establish 
system  where  chaos  reigns.  He  has  given  us  the  spirit  of  progress  to  overwhelm 
the  forces  of  reaction  throughout  the  earth.  He  has  made  us  adepts  in  govern¬ 
ment  that  we  may  administer  government  among  savage  and  senile  peoples.  Were 
it  not  for  such  a  force  as  this  the  world  would  relapse  into  barbarism  and  night. 
And  of  all  our  race  He  has  marked  the  American  people  as  His  chosen  nation  to 
finally  lead  in  the  regeneration  of  the  world.  This  is  the  divine  mission  of 
America,  and  it  holds  for  us  all  the  profit,  all  the  glory,  all  the  happiness  possible 
to  man.  We  are  trustees  of  the  world’s  progress,  guardians  of  its  righteous  peace. 
The  judgment  of  the  Master  is  upon  us:  “Ye  have  been  faithful  over  a  few  things; 
1  will  make  you  ruler  over  many  things.”^^ 


D.  Lugard,  The  Rise  of  Our  East  African  Empire,  Blackwood,  Edinburgh,  1893  vol.  1,  pp. 
73-74. 

^^Congressional Record,  Fifty-sixth  Congress,  First  Session,  pp.  704,  708,  711. 
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What  ImpericiUsifi  Meant  to  the  Colonial  Peoples 

To  the  surprise  of  many  imperial  apologists,  their  colonial  subjects  did  not  always 
seem  to  take  the  same  view  of  the  benefits  of  imperialism  that  they  claimed  for  it. 
Robin  W.  Winks  gives  a  clue  to  the  difference  in  his  epigrammatic  sentence:  ‘Imperial¬ 
ism  was  a  practice;  colonialism  was  a  state  of  mind.”^^ 

Dependent  peoples  could  not  particularly  see  the  benefits  to  themselves  when 
the  alien  agents  of  imperialism  made  all  the  important  decisions,  administered  the  laws 
and  the  courts,  commanded  the  army  and  sometimes  forced  them  to  serve  in  it,  lived 
in  the  best  houses,  had  the  most  money,  owned  the  most  productive  lands,  managed 
the  docks,  factories,  or  shops,  never  worked  in  the  fields,  travelled  in  comfort,  wore 
the  finest  clothes,  and  in  general  set  themselves  apart  and  above  the  inhabitants  in 
their  native  land.  As  far  as  the  subjects  could  see,  most  of  the  benefits  went  to  the 
foreigners  and  few  to  themselves.  The  most  obvious  exception  was  the  benefit  that 
came  to  the  few  who  were  given  an  education.  This  was  the  best  road  to  achieving  the 
perquisites  that  surrounded  the  intruding  “trade  man,”  the  ‘  government  man,  the 
“army  man,”  and  the  “religion  man.” 

But  even  when  material  benefits  were  forthcoming  to  a  clerk  in  an  office,  to  a 
skilled  worker  in  a  shop  or  factory,  to  a  teacher  in  a  school,  or  to  a  minor  government 
official,  the  benefit  could  easily  be  outweighted  by  a  fear  of  the  threat  that  the 
outsider  brought  to  his  traditional  ways  of  life  or  by  his  resentment  of  the  attitudes 
and  behavior  of  the  intruder.  The  threat  ranged  all  the  way  from  attempts  to  change 
his  group  habits  (marriage  customs,  extended  family,  child  raising,  housing,  magical 
beliefs,  religious  worship,  and  language)  to  condemnation  of  his  habits  of  cleanliness, 
dress,  and  sexual  conduct.  While  the  less  privileged  might  see  the  advantage  in  learning 
the  written  language  of  the  rulers,  the  intellectual  classes  might  see  the  Western 
languages  as  a  threat  to  their  own  literary  and  religious  traditions. 

Above  all,  however,  and  perhaps  least  understood  or  appreciated  by  generations 
of  Westerners  who  thought  of  themselves  only  as  “doing  good”  for  the  unfortunate 
peoples  of  the  world,  was  the  sense  of  resentment  that  pervaded  the  dependent 
peoples’  response  to  the  imperialist  enterprise.  The  economic  exploitation  could 
possibly  be  tempered  by  an  improved  standard  of  living  as  modern  infrastructures  of 
trade,  commerce,  industry,  railroads,  and  shipping  made  more  goods  available  and 
made  them  more  diversified.  The  military  life  at  least  brought  regular  meals  and 
clothes  to  the  colonial  soldier,  along  with  discipline,  hardship,  and  death.  The  estab¬ 
lishment  of  law  and  order,  even  by  outsiders,  gave  a  certain  sense  of  security  and 
freedom  from  constant  tribal  or  ethnic  wars,  raids,  and  reprisals.  The  preaching  of  the 
Christian  gospel  gave  a  hope  for  individual  dignity  and  equality,  at  least  in  the  next 
world.  There  were  thus  occasional  ways  to  gain  some  sort  of  compensation  from 
imperial  rule.  But  from  the  humiliation  of  the  race  conscious  attitudes  of  superiority 
there  was  no  escape.  All  the  other  indignities  could  possibly  be  tempered  by  some 
advantage  that  modernization  could  eventually  bring,  but  what  possible  advantage 
could  come  from  psychological  degradation? 

Winks,  op.  cit.,  p.  255. 
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In  the  long  run  it  may  be  the  airs  of  superiority  surrounding  the  practice  of 
discrimination,  whether  conscious  or  unconscious,  whether  deliberate  or  unknowing, 
that  produced  the  greatest  evil  of  late  imperialism.  The  complex  of  attitudes  that 
ranged  from  contempt  and  arrogance  at  one  extreme  to  condescension  and  paternalism 
at  the  other  indelibly  shaped  the  colonial  state  of  mind.  This  could  take  the  form  of 
smouldering  resentment  at  the  racial  segregation,  the  class  distinctions,  the  exclusive 
social  and  sports  clubs,  the  ethnic  slurs  of  everyday  speech,  the  imperious  call  for 
“boy”  to  attend  to  all  the  wants  of  the  master.  Or  it  could  be  found  in  the 
self-immolation  or  self-humiliating  obsequious  compliance  to  all  things  that  “master,” 
“sahib,”  or  “bwana”  could  possibly  want.  In  between  there  was  a  vast  mass  of  people 
with  a  confused  loss  of  self-confidence  and  an  uncertain  sense  of  identity  leading  to 
profound  psychic  stress.  A  feeling  of  economic  and  political  inferiority  was  one  thing, 
and  bad  enough;  a  sense  of  psychological,  racial,  social,  or  cultural  inferiority  proved 
to  be  even  more  intolerable.  The  excesses  of  late  imperialism  in  this  regard  may  have 
helped  to  account  for  its  fairly  short  span  of  existence.  As  historical  imperialisms  go,  a 
life  of  less  than  1 00  years  was  short  indeed.  Or  perhaps  it  was  the  unintended  result  of 
a  Western  education  that  helped  to  speed  the  demise  of  the  world’s  most  all-embracing 
imperial  thrust. 

In  any  case,  it  is  generally  agreed  that  the  rise  of  a  Western-educated  elite  among 
the  dependent  peoples  was  one  of  the  most  significant  elements  in  the  attacks  upon 
the  worldwide  imperial  system  and  its  exceedingly  rapid  decline  in  a  decade  or  two 
after  World  War  II.  The  German,  Ottoman,  American,  and  Danish  holdings  virtually 
disappeared  in  the  aftermath  of  World  War  I.  The  Japanese  empire  was  dismantled  at 
the  conclusion  of  World  War  II;  and  the  British,  French,  Dutch,  and  Belgian  empires 
were  turned  into  several  score  of  independent  nations  between  1947  and  1967.  The 
territorial  dimensions  of  only  two  of  the  pre-World  War  I  empires  did  not  shrink  after 
World  War  II,  those  of  Russia  and  China.  In  this  process  of  revolt  by  the  peoples  of 
Asia  and  Africa  against  the  imperialisms  they  had  endured  at  the  hands  of  both  the 
primary  and  secondary  modernizing  nations,  the  role  of  the  Western-educated  elite  has 
been  of  the  greatest  importance. 

As  the  colonial  critics  of  imperialism  grew  bolder  and  more  eloquent,  they 
struck  out  against  political  domination  from  the  outside,  demanding  at  first  more 
participation  and  self-rule,  and  then  the  full  independence  due  to  a  self-respecting 
modern  nation.  They  attacked  economic  exploitation  and  demanded  faster  economic 
development;  they  deplored  the  military  power  of  the  empire  as  a  menace;  and  they 
identified  Christianity  as  a  threat.  This  latter  may  have  been  one  of  the  most  difficult 
criticisms  for  those  Westerners  with  genuine  humanitarian  and  religious  motivations  to 
accept.  After  all,  they  did  not  think  of  themselves  as  exploiters  or  as  oppressors;  they 
thought  of  themselves  as  helpers,  friends,  and  saviours. 

But  the  Africans  did  not  always  see  it  that  way.  Abdou  Moumouni  describes 
how  the  well-intentioned  schooling  in  French  civilization  appeared  to  young  African 
students  in  West  Africa  in  the  1920s; 

The  curricula  and  texts  of  the  period  show  that  everything  was  directed  at 

convincing  the  young  African  of  the  “congenital”  inferiority  of  the  Blacks,  the 


528 


THE  DISPERSION  OF  WESTERN  EDUCATION 


barbarity  of  Ms  ancestors,  and  the  goodness  and  generosity  of  the  colonising 
nation  wMch,  putting  an  end  to  the  tyranny  of  the  black  chiefs,  brought  with  it 
peace  education,  health  measures,  and  so  forth.  The  machinery  of  falsification  is 
particularly  evident  in  history  courses  (and  with  reason).  Many  Africans  wfll 
remember  all  their  Uves  the  untruths  they  recited  without  understanding  them: 
“Our  ancestors  the  Gauls”  .  .  .  “Celebrate  the  brave  chiefs  who  took  the 
Samory!  No  more  irons,  no  more  slaves,  to  our  conquerors,  thanks”  .  .  .  “In  her 
colonies  France  treats  the  natives  like  her  sons,”  etc.,  etc.,  etc.^^ 

Another  recent  study  documents  the  feelings  and  attitudes  of  responsible 
African  Christian  leaders  and  laymen  toward  Western  Christian  missionaries  in 
Ghana.*'^  The  things  that  most  disturbed  the  Ghanaians  included  the  following;  the 
missionaries  isolated  themselves  in  segregated  residential  patterns  and  often  lived  in  a 
big  house  on  a  hilltop  (as  Lugard  had  advised);  they  did  not  mix  sociaUy  with 
Ghanaians  nor  share  meals  with  them;  they  adopted  a  patronizing  manner  towards 
their  “native”  and  “heathen”  charges  as  that  of  master  to  servant;  despite  their 
supposed  greater  knowledge  they  were  ignorant  of  Ghanaian  religion,  family,  and 
social  customs;  they  did  not  relate  their  Christian  teachings  to  the  local  culture  of 
ceremony  and  art;  they  deliberately  tried  to  denigrate  local  craftwork  and  art  forms 
and  to  substitute  the  imported  Western  forms  of  religious  worship;  they  not  only 
imported  Western  institutions  in  unmodified  form,  they  also  brougltt  with  them  their 
Western  religious  rivalries  and  sectarian  competition;  in  short,  the  Ghanaians  looked 
upon  the  missionary  as  another  instrument  of  imperialism. 

Such  an  image  would  naturally  be  hard  to  take  by  missionaries  who  had 
dedicated  their  hves  to  “converting  the  heathen”  in  the  service  of  God  and  the 
Christian  gospel.  The  picture,  of  course,  was  not  of  unrelieved  criticism,  but  the  basic 
point  seemed  to  be  that  the  missionaries’  theology  was  better  than  their  anthropology. 
Of  the  positive  contributions  that  the  missionaries  made  to  the  Ghanaians,  the  stress 
on  education  was  always  deemed  to  be  of  the  highest  importance,  despite  the  criticism 
for  using  the  schools  as  recruiting  agencies  for  the  denominations. 

Of  all  the  elements  of  Western  civilization  diffused  by  the  imperialistic  system, 
the  one  that  was  most  eagerly  adopted  by  the  nationalist  leaders  and  their  followers 
was  Western  education,  especially  insofar  as  it  contributed  to  science,  technology,  and 
political  and  economic  thought.  If,  indeed,  “the  future  will  look  back  upon  the 
overseas  imperialism  of  recent  centuries,  less  in  terms  of  its  sins  of  oppression, 
exploitation,  and  discrimination,  than  as  the  instrument  by  which  the  spiritual, 
scientific,  and  material  revolution  which  began  in  Western  Europe  with  the  Renais¬ 
sance  was  spread  to  the  rest  of  the  world,”^^  it  will  be  in  large  part  due  to  a  new 
realization  that  Western  education  played  a  key  role  in  the  imperial  process  that  led  to 
modernity  for  the  greater  part  of  the  world. 

*^Abdou  Moumouni,  Educaf/on  in  Africa,  Praeger,  New  York,  1968,  p.  45. 

Harris  W.  Mobley,  The  Ghanaian’s  Image  of  the  Missionary;  an  Analysis  of  the  Published 
Critiques  of  Christian  Missionaries  by  Ghanaians,  1897-1965,  E.  J. Brill,  Leiden,  Netherlands,  1970. 

Rupert  Emerson,  From  Empire  to  Nation,  The  Rise  to  Self-Assertion  of  Asian  and  African 
Peoples,  Harvard  University  Press,  Cambridge,  Mass.,  1960,  p.  6. 
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Without  in  the  least  attempting  to  justify  imperialism  as  a  social  good,  it  seems 
clear  that  imperialism  did  speed  up  the  process  of  modernization  on  a  worldwide  scale 
(although  it  should  not  be  assumed  that  that  had  been  an  unmitigaged  blessing),  and 
that  the  attendant  spread  of  Western  education  was  one  of  the  principal  means  of 
furthering  that  modernization.  Whether  the  modernizing  effects  of  Western  education 
could  have  been  spread  around  the  world  by  some  other  means,  without  the  disastrous 
evils  of  the  imperialist  system,  is  an  unanswerable  historical  conjecture.  However,  if 
the  independent  nations  of  the  late  twentieth  century  are  still  determined  to  modern¬ 
ize,  perhaps  they  can  do  a  better  job  of  it  than  the  imperial  nations  of  the  late 
nineteenth  century  did.  If  they  can,  it  may  be  because  they  learned  something  from 
their  own  history. 

Much  as  it  needs  to  be  done,  the  concluding  sections  of  this  book  cannot  deal 
with  the  history  of  education  in  the  process  of  modernization  as  it  is  taking  place  in 
sixty  or  seventy  new  nations.  Nor  can  it  bring  together  for  comparative  analysis  the 
colonial  educational  policies  and  practices  carried  on  by  the  globe-encircling  empires 
of  a  century.  What  it  tries  to  do  is  to  generalize  very  briefly  about  some  of  the  ways 
the  major  aspects  of  a  modernizing  Western  education  were  applied  to  or  were  not 
applied  to  some  of  the  colonial  societies  of  the  empires. 

Some  tentative  generalizations  may  be  drawn  as  to  the  ways  the  colonial 
education  policies  of  the  empires  did  or  did  not  promote  the  modernization  of  the 
societies  they  affected.  Such  an  effort  is,  of  course,  a  hazardous  intellectual  and 
historical  exercise,  but  I  believe  it  must  be  undertaken  even  though  the  field  is  strewn 
with  clashing  points  of  view  and  ambiguous  evidence.  The  peoples  of  the  world  will 
not  delay  the  formulation  of  tlieir  educational  policies  until  all  the  evidence  is  in.  We 
must  make  judgments  even  as  we  pursue  the  evidence.  In  fact,  by  making  judgments  as 
explicitly  and  relevantly  as  possible  in  order  that  they  may  be  tested  with  scholarly 
care,  we  may  be  hastening  the  gathering  of  the  evidence  itself. 

My  overall  judgment  of  the  role  of  education  in  the  modernization  process  as 
conducted  under  imperial  auspices  encompasses  two  main  points. 

First,  Western  education  enabled  the  modernization  process  in  the  traditional 
societies  of  the  empires  to  be  more  rapid,  and  more  disruptive,  than  it  would  otherwise 
have  been  if  the  empires  had  not  diffused  their  education  to  the  rest  of  the  world  in 
the  late  modern  period  at  all.  If,  somehow,  the  vast  regions  of  Asia  and  Africa  had  not 
been  invaded  by  the  education  of  the  West,  they  would  not  have  changed  so  rapidly 
nor  would  their  traditional  societies  been  as  disrupted  as  they  were.  The  less  education 
was  imported  or  made  available,  the  less  social  change  and  less  modernization  took 
place. 

The  second  point  is  that  modernization  in  the  colonial  societies  would  have  been 
still  more  rapid,  much  more  humane, and  possibly  even  less  disruptive  if  the  educa¬ 
tional  policies  had  been  more  deliberately  designed  to  promote  a  more  evenly  balanced 
modernizing  education  in  the  interests  of  the  people  concerned  and  if  more  care  had 
been  taken  to  blend  the  traditional  and  the  modern  ingredients  in  a  mix  that  would 
have  led  to  an  orderly  and  humane  process  of  modern  development.  To  be  sure,  the 
process  of  modernization  could  have  seemed  more  beneficial  if  it  had  not  been 
promoted  under  the  auspices  of  an  imperialism  which  inevitably  had  large  elements  of 
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authoritarianism  and  exploitation  in  it,  and  which  portrayed  a  racial  superiority  and 
social  condescension  that  festered  in  the  hearts  and  minds  of  the  subject  peoples.  But 
even  under  these  conditions  of  imperialism,  Western  education  might  have  tempered 
the  growth  of  the  colonial  mind,  if  it  had  remained  truer  to  the  egalitarian,  integrative, 
and  humanitarian  ideals  of  the  West’s  own  Enlightenment  and  democratic  revolution 
and  had  been  primarily  concerned  to  assist  traditional  peoples  to  create  and  manage 
their  own  modem  societies.  Instead,  it  too  often  reflected  the  disjunctive,  selective, 
authoritarian,  and  proselytizing  characteristics  that  continued  to  mark  the  more 
traditional  sectors  of  Western  education  throughout  the  period. 


B.  IMBALANCE  AND  DISJUNCTION  IN  COLONIAL  EDUCATION 

Even  though  the  Western  nations  were  developing  large-scale  educational  systems  at 
home  and  extending  education  to  ever  larger  proportions  of  their  own  population  as 
they  moved  to  modernize  their  societies,  they  were  far  less  energetic  in  doing  the  same 
for  the  peoples  of  their  overseas  empires.  Their  efforts  just  before  the  demise  of 
imperiaUsm  became  more  significant,  but  they  were  too  little  and  too  late  to  enable 
the  colonial  peoples  to  achieve  anything  like  a  comparable  state  of  modernization.  One 
can  only  speculate  that  if  the  peoples  of  Asia  and  Africa  had  had  some  of  the  benefits 
of  the  large-scale  educational  efforts  that  went  into  the  modernization  process  in  the 
United  States,  Britain,  France,  Germany,  or  Russia  after  1850,  the  present  gap 
between  the  most  modem  nations  and  the  least  modern  would  not  be  so  great. 

This  is  not  to  say  that  education  alone  could  have  made  the  difference,  but  it 
surely  would  have  made  some  difference.  This  can  be  seen  in  the  differential  develop¬ 
ment  that  did  take  place  in  various  parts  of  the  colonial  world,  for  example,  in  India  as 
compared  with  Burma,  Philippines  with  Indonesia,  and  Senegal  with  Mali.  It  can  be 
seen  even  more  strikingly  by  the  ironic  fact  that  Japan,  the  non-Western  nation  which 
borrowed  most  heavOy  from  what  the  Western  nations  were  doing  at  home  (rather 
than  from  what  they  were  doing  overseas),  was  able  to  match  Western  modernization 
most  rapidly.  It  was  obviously  not  education  alone  that  made  the  difference,  but 
virtually  all  observers  agree  that  the  Japanese  government’s  aggressive  efforts  to 
establish  a  large-scale  educational  system,  thus  making  education  accessible  to  the  vast 
majority  of  the  Japanese  people  in  the  late  nineteenth  and  early  twentieth  centuries, 
enabled  Japan  to  become  the  first  highly  modernized  nation  outside  the  West  and  by 
the  late  1960s  the  third  most  productive  nation  in  the  world. 

In  contrast,  the  Western  powers  were  relatively  slow  and  sluggish  in  applying 
their  expertise  in  educational  management  to  their  colonial  territories.  Their  govern¬ 
ments  were  generally  hesitant  and  vacillating  in  developing  clear  imperial  policies  in 
education.  Not  surprisingly,  the  governments  did  not  give  education  a  very  high 
priority  in  their  purposes  or  in  claims  upon  their  financial  resources  or  investments. 
They  put  law  and  order  highest  on  the  Ust  of  priorities  as  being  most  essential  for 
economic  return.  This  can,  of  course,  be  attributed  partially  to  the  fact  that  the 
colonies  during  the  late  imperialism  of  the  nineteenth  century  were  looked  upon 
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primarily  as  sources  of  wealth  and  prestige  for  the  benefit  of  the  homeland  and  not 
primarily  as  societies  needing  economic,  political,  and  social  development  for  their 
own  sakes. 

Besides,  the  several  religious  groups  were  either  already  at  work  in  the  colonial 
territories  or  they  were  willing  to  pick  up  the  educational  tab  and  thus  relieve  the 
governments  of  that  drain  on  their  financial  resources  and  obligations.  This  meant  that 
at  precisely  the  time  when  governments  were  expanding  education  at  home  under  state 
auspices  and  thus  speeding  the  long-term  decline  in  the  purely  religious  sponsorship  of 
education  (an  almost  universal  sign  of  the  modernization  process  in  education)  the 
governments  were  promoting,  or  at  least  permitting,  the  religious  missions  to  take  the 
major  responsibility  for  providing  education  for  their  colonial  subjects. 

Thus  the  early  educational  policies  of  the  Western  powers  (in  Africa  particularly) 
in  the  1860s  and  1870s  left  educational  practice  largely  in  the  hands  of  Christian 
missionaries.  Their  practices  varied  among  the  denominations  in  different  countries,  as 
two  recent  volumes  clearly  show,^^  but  in  general  the  highest  priority  of  the  mission¬ 
aries  was  not  to  adapt  their  educational  efforts  to  the  needs  of  the  colonial  peoples  but 
to  use  Western  education  as  a  means  of  converting  the  people  to  Christianity,  changing 
their  customs  and  ways  of  life  to  conform  with  Western  civilization,  or  indeed,  to 
replace  their  traditional  society  with  Western  social,  economic,  and  even  political 
institutions.  But  they  did  not  propose  to  substitute  for  the  traditional  education  of  the 
people  the  centralized,  highly  organized,  and  coordinated  state  systems  of  education 
which  were  being  instituted  back  home.  In  many  cases  the  missions  opposed  or 
resisted  what  they  believed  to  be  the  state’s  intrusion  into  the  educational  sphere 
which  they  claimed  as  rightfully  their  own. 

So,  on  the  one  hand,  the  missionary  policies  were  genuinely  disruptive  of 
traditional  society  as  they  sought  to  transform  the  societies  they  were  dealing  with  to 
conform  to  their  own  religious,  moral,  and  “civilizing”  outlooks.  But,  on  the  other 
hand,  they  were  not  particularly  in  favor  of  a  coordinated  and  large-scale  promotion  of 
educational  expansion  by  governmental  authority.  The  former  policy  introduced  social 
changes  of  vast  importance  which  undoubtedly  helped  to  create  an  educated  leader¬ 
ship  that  eventually  led  to  the  national  independence  movements.  The  latter  policy  (or 
lack  of  policy)  meant  that  a  more  carefully  planned  and  balanced  approach  to 
providing  education  on  a  large  scale  for  the  majority  of  colonial  peoples  was  delayed 
for  many  decades. 

The  imperial  governments  did  begin  to  change  their  generally  passive  stance 
toward  education  after  the  mid-1 880s.  As  they  began  more  aggressively  to  extend  their 
rule  over  larger  and  larger  territories,  they  had  to  increase  their  whole  apparatus  of 
governmental  administration,  including  education.  This  meant  that  the  governments 
gradually  began  to  drop  their  laissez  faire  policy  toward  the  foreign  missionary  groups 
and  to  provide  greater  government  support  for  education  from  state  funds,  greater 

David  G.  Scanlon  (ed.),  Church,  State,  and  Education  in  Africa,  Teachers  College  Press,  New 
York,  1966;  and  Brian  Holmes  (ed.),  Educational  Policy  and  the  Mission  Schools;  Case  Studies 
from  the  British  Empire,  Routledge,  London,  1967. 
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control  over  the  mission  schools,  and  finally  greater  energy  in  establishing  government 
schools  This  process  took  place  earlier  in  some  territories  than  in  others  and  with 
greater  zeal  at  some  times  and  places  than  at  others.  Generally,  imperial  government 
interest  in  education  for  the  colonies  took  on  momentum  from  the  1920s  onward;  the 
real  acceleration  came  after  World  War  II,  just  before  the  independence  movements 
heralded  the  rapid  decline  of  Western  imperialism. 

British  government  promotion  of  education  had  begun  earlier  in  India  than  in 
Africa,  partly  because  governmental  administration  took  over  from  the  commercial 
companies  earlier,  but  also  partly  because  Britain  was  faced  with  an  ancient  civilization 
which,  while  heterogeneous  in  ethnic  composition,  exhibited  widespread  and  massive 
traati’ons  of  Hindu  and  Moslem  literary  and  religious  cultures  that  required  centralized 
attention.  In  contrast,  the  African  territories  consisted  of  much  smaller  ethnic  and 
linguistic  groups  with  no  highly  developed  or  common  literate  tradition  outside  the 
Arabic  writing  regions.  Elsewhere,  the  oral  tradition  and  the  absence  of  formal 
educational  institutions  enabled  the  British  rulers  to  move  more  cautiously  and  indeed 
to  develop  educational  policies  consonant  with  the  administrative  policy  of  indirect 
rule.  In  general,  this  meant  that  as  far  as  possible  the  traditional  rulers,  chieftains  or 
kings  were  maintained  in  nominal  power  while  the  British  officials  acted  as  advisers  or 
resident  authorities. 

After  1885  the  British  policy  in  Africa  began  to  soft  pedal  the  missionaries’ 
zeal  for  converting  the  whole  way  of  Ufe  of  Africans  and  to  play  up  a  policy  of 
adapting  Western  education  somewhat  more  to  the  needs  of  the  Africans.  As  we  shaU 
see,  this  policy  of  adaptation  had  very  rough  going  when  it  came  to  making  education 
more  practical  and  less  academic.  In  the  first  place,  even  the  energetic  government 
officials  were  faced  with  what  David  G.  Scanlon  calls  “the  golden  period  of  missionary 
effort  in  Africa”  in  the  years  from  1880  to  1920.^''  Still  more  patently  the  racialist 
attitudes  of  the  government  officials  as  well  as  of  missionary  teachers  seemed  to 
harden  on  the  side  of  white  superiority  and  black  inferiority  at  about  the  time  the 
policy  of  adaptation  began  to  appear.  For  their  part,  black  Africans  saw  in  adaptation 
not  a  means  to  enable  them  to  achieve  equality  with  their  rulers  or  to  prepare  them  for 
self-rule ;  they  saw  it  as  a  means  of  keeping  them  in  their  inferior  place . 

Theoretically,  in  contrast  to  the  British  policies  of  indirect  rule,  the  French 
imperial  policy  was  stated  to  be  direct  rule.  All  major  officials,  and  indeed  all  minor 
officials,  who  administered  French  law  and  justice  in  the  colonies  were  to  be  French¬ 
men,  and  the  law  to  be  administered  and  the  order  to  be  maintained  were  to  be  French 
law  and  order.  Educationally,  the  principle  of  direct  rule  was  to  be  assimilation  of 
Africans  into  French  culture  and  civilization,  not  adaptation  of  French  culture.  In  this 
respect  the  French  policy  of  assimilation  through  education  was  similar  to  that  of  the 
missionaries  who  saw  their  task  as  conversion  of  Africans  to  Christianity  and  to 
Western  civilization. 

In  theory,  too,  the  organized  system  of  centralized  education  which  had  de¬ 
veloped  at  home  in  Fiance  could  conveniently  and  systematically  be  transferred  to  the 
colonies  overseas.  The  theory,  however,  was  more  easily  stated  than  widely  practiced. 

Scanlon,  op.  cit.,  p.  6. 
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It  was  not  until  1896  that  the  first  law  to  organize  education  in  French  West  Africa 
was  passed,  not  until  1903  that  a  general  system  was  established  by  the  Governor- 
General,  Ernest-Nestor  Roume,  and  not  until  1924  that  a  fully  organized  system  of 
education  with  differentiated  levels  and  functions  was  envisioned.  Even  then  the 
system  was  rudimentary:  one  year  in  a  village  school  leading  to  rigid  selection  for 
admission  to  a  regional  primary  school  and  then  possibly  on  to  an  advanced  primary 
school.  In  1917  there  were  still  only  two  full-fledged  secondary  schools  in  all  of 
French  West  Africa.  It  was  not  until  1945  that  certificates  awarded  in  African 
institutions  were  granted  equivalence  to  those  in  France  and  that  active  efforts  were 
made  to  expand  education  in  order  to  give  Africans  more  general  access  to  secondary 
and  higher  institutions.^^ 

In  principle,  the  French  policy  of  educational  assimilation  was  easier  to  manage 
than  the  British  policy  of  adaptation.  It  meant  that  the  French  educational  system,  its 
various  types  of  schools,  curricula,  and  content  could  simply  be  transferred  to  Africa 
and  conducted  by  French  teachers.  The  purpose  was  to  create  an  administrative  and 
professional  elite  of  Africans  educated  to  be  as  nearly  French  in  knowledge  and 
outlook  as  possible.  They  in  turn  would  aid  in  the  process  of  shaping  their  African 
societies  on  the  French  model.  In  view  of  this  purpose  the  French  saw  no  need  to 
transfer  mass  education  to  Africa,  nor  to  make  primary  education  free  and  compulsory 
as  they  were  doing  from  the  1880s  onward  at  home.  Furthermore,  they  saw  no  need 
to  offer  instruction  in  the  African  vernacular  languages. 

All  education  for  the  educated  African  was  to  be  in  the  French  language  from 
the  very  beginning  of  primary  instruction,  and  the  whole  system  should  aim  at 
achieving  the  standards  of  French  teaching  in  France  itself.  High  quality  education  for 
a  few  was  obviously  to  be  preferred  to  lower  quality  education  for  large  numbers.  This 
elitist  concept  grew  even  stronger  after  1885  when  so  many  Africans  and  Asians 
became  a  part  of  the  French  empire  that  to  make  all  of  them  citizens  under  the 
egalitarian  principles  of  the  Third  Republic  would  be  to  make  Frenchmen  at  home  a 
minority  among  the  citizens  of  the  French  state.  So  assimilation  came  to  mean 
citizenship  only  for  those  few  who  could  meet  the  highest  standards  of  education  and 
occupation.  Thus,  by  the  1920s,  assimilation  had  given  way  to  association,  a  kind  of 
social  contract  between  metropolitan  France  and  the  colonies.  French  policy  had 
begun  to  look  more  and  more  like  Britain’s  indirect  rule  and  educational  adaptation. 

It  was  not  until  the  Brazzaville  Conference  in  1944,  near  the  end  of  World  War 
II,  that  expansion  of  primary  education  was  seen  as  a  major  goal  of  French  education 
in  Africa.  To  be  sure,  in  the  1920s  French  colonial  policy  had  begun  to  respond  to  the 
self-determination  ideals  that  followed  World  War  I,  but  these  were  embodied  largely 
in  plans  to  provide  a  larger  ingredient  of  agricultural  and  vocational  studies  in  rural 
primary  schools,  and  the  stress  for  those  few  students  selected  for  secondary  education 
would  more  than  ever  be  focused  upon  achieving  the  standards  expected  in  secondary 
schools  in  France  itself.  Meanwhile,  the  highly  educated  African  elite  had  enthusiasti- 

18 

See  Michel  Debeauvais,  '‘Education  in  Former  French  Africa,”  chap.  2,  in  James  S.  Coleman 
(ed.),  Education  and  Political  Development,  Princeton  University  Press,  Princeton,  N.J.,  1965,  pp. 
75-91. 
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caBY  taken  to  and  taken  on  French  cultnte  to  a  very  high  degree  thereby  losing  mote 
to  Mdlnaty  touch  with  the  nias*s  ot  people.-’  Combined  with  to  howe.er  some 
of  them  toted  even  more  wgotously  after  World  War  11  m  the  effort  to  matfmn  all 

was  African  and  non-Western  in  the  concept  of  negritude. 

Ty  contrast,  the  Bntish  had  embarked  upon  a  much  more  difficult  enterpnse  m 
their  nicy  of  indirect  rule  with  its  co.tespondlng  educational  policy  of  adaptahon. 

*  seLhcles  produced  a  basic  conflict  of  purpose  which  was  ne.e,  wholly  resolyed. 

British  mL  than  the  French,  intended  to  train  up  uneducated  elite  that  would 
ffl  a  w  oradtninistra^^^^  posts  in  the  Imperial  bureaucracy.  The  British  M 

seen  this  possibility  in  India  almost  as  soon  as  the  empire  was  established  there  m  the 
SdninetLth  century,  when  English  was  made  the  official  language  and  a  civil 
service  was  instituted  to  which  Indians  were  eventually  admitted.  They 
transferred  this  idea  to  Africa.  Implicit  in  it  was  the  assumption  that  there  would  be  a 
good  deal  more  self-rule  in  their  colonies  than  the  French  Belgians  Dutch,  or 
Germans  contemplated.  But  this  principle  turned  out  to  be  at  odds  with  the  no  ion  o 
Set  rule  through  the  traditionally  established  local  authorities.  The  trouble  was 
that  a  new  administrative  elite  would  require  a  modern  type  of  education  for  a  moderii 
type  of  political  organization.  Africans  so  educated  were  bound  to  come  into  conflict 
mh  the  traditional  African  ehtes  who  were  accustomed  to  rule  on  the  basis  of 
personal  authority  and  appointment  of  family  or  kin  to  administrative  posts. 

So  where  the  policy  of  indirect  rule  was  most  widely  used,  as  in  certain  Moslem 
sections  of  Northern  Nigeria,  the  Sudan,  or  princely  states  of  India,  the  development 
of  education  for  modernity  fell  far  behind  that  where  the  British  used  a  more  direct 
rule  through  the  crown  colony  scheme.  Indeed,  inasmuch  as  the  Christian  missionari^es 
had  had  their  least  success  in  Moslem  territories  prior  to  British  rule  the  spread  of  a 
Western  type  of  education  was  doubly  handicapped  when  British  doimnion  was 
established.  Where  the  mission  had  been  most  welcomed  or  most  successful  and  w  ere 
the  development  of  a  commercial  economy  had  been  most  rapid,  the  spread  o 
Western  education  was  most  extensive,  as  for  example  in  the  coastal  regions  of  Sierra 
Leone,  Nigeria,  and  Ghana  in  West  Africa,  in  the  Buganda  kingdom  and  in  Nyasaland 
in  the  east  of  Africa,  and  in  the  urban  and  coastal  regions  of  India. 

The  net  result  seemed  to  be  that  where  government  policy  began  to  stress  the 
importance  of  training  an  educated  elite  for  administrative  positions  (even  fairly  low 
positions)  the  spread  of  education  was  more  influential  than  in  those  colonies  where 
education  was  limited  almost  entirely  to  the  primary  education  that  could  be  provided 
by  the  missionaries  without  much  attention  to  the  manning  of  a  government  bureau¬ 
cracy.  For  example,  in  the  Belgian  Congo  and  in  the  German  colonies  where  com¬ 
mercial  or  industrial  exploitation  overrode  all  other  purposes,  the  main  stress  was  upon 
primary  education  either  for  religious  or  vocational  purposes,  but  in  neither  case  did 
the  effort  contribute  extensively  to  the  process  of  modernization. 


l^For  translations  of  several  reports  on  French  education  in  Africa,  see  David  G.  S^on  ^edL 
Traditions  of  African  Education,  Teachers  College  Press,  New  York,  196  ’  PP'  ,  African 
condemnation  of  the  African  administrative  elite  on  this  count  by  a  French-educated  African 

scholar,  see  Moumouni,  op.  cit.,  pp.  48-62. 
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The  overall  result  of  both  the  policies  of  assimilation  and  of  adaptation  was  that 
the  imperial  powers  were  relatively  slow  to  provide  coordinated  systems  of  govern¬ 
mental  education  for  their  colonial  subjects.  The  British  did  it  earlier  in  India, 
Pakistan,  and  Ceylon  than  in  Africa.  They  did  it  earlier  in  West  Africa  than  in  East 
Africa.  The  United  States  moved  more  rapidly  than  any  of  the  others  when  it  took 
over  the  Philippines,  Cuba,  and  Puerto  Rico  in  1898  and,  sooner  than  the  others, 
announced  self-government  as  the  explicit  goal  of  its  imperial  policies. 

Table  15.1  illustrates  how  far  the  colonial  possessions  lagged  behind  the  metro¬ 
politan  countries  in  the  provision  of  educational  opportunity.  In  general,  it  may  be 
seen  that  by  1950  when  the  postwar  movements  for  independence  were  beginning  in 
earnest,  the  gap  was  the  smallest  between  the  United  States  and  its  possessions,  and 
largest  in  the  Italian,  Belgian,  and  Dutch  cases.  Britain’s  major  Asian  territories  were 
ahead  of  their  African  territories,  and  with  the  exception  of  North  Africa  Britain’s 
African  territories  were  ahead  of  France’s.  Of  the  colonial  powers  the  United  States 
moved  faster  than  the  others  to  establish  elementary  schools  on  a  large  scale  (in  the 
Philippines  and  in  Puerto  Rico). 

At  the  secondary  level,  an  advanced  education  beyond  the  rudiments  was  made 
more  available  in  Ceylon,  India,  and  the  Philippines  than  elsewhere.  In  general, 
virtually  until  World  War  II  the  British  and  French  colonial  governments  promoted 
secondary  education  by  providing  financial  support  for  private  schools,  principally  of  a 
boarding  school  type,  rather  than  by  setting  up  a  system  of  government  secondary 
schools.  From  the  1920s  onward,  they  began  to  exert  more  energetic  leadership,  at 
least  by  establishing  a  few  high  prestige  institutions  in  each  major  territory.  At  the  end 
of  World  War  II  the  most  extensive  systems  of  higher  education  in  the  colonial 
territories  were  in  Singapore,  Hong  Kong,  India,  Pakistan,  the  Philippines,  and  Puerto 
Rico.  Aside  from  these  territories  there  were  only  a  few  thousand  advanced  teaching 
positions  available  in  all  of  colonial  Asia  and  Africa,  and  most  of  these  were  held  by 
expatriates. 

There  has  been  much  argument  concerning  which  level  of  education  makes  the 
most  important  contribution  to  the  modernization  of  traditional  societies.  This  discus¬ 
sion  has  been  especially  active  in  recent  years  as  the  independent  countries  try  to  plan 
where  they  should  invest  their  scarce  resources.  Although  definitive  generalizations 
from  the  history  of  colonial  education  are  difficult  to  make,  some  tentative  generaliza¬ 
tions  that  need  much  greater  testing  with  regard  to  the  role  of  Western  education  in 
the  onset  of  modernity  are  as  follows: 

1.  Since  1850  only  those  societies  that  have  embraced  significant  elements  of 
Western  education  have  shown  significant  movement  toward  economic  or  politi¬ 
cal  modernization. 

2.  Those  traditional  societies  in  which  literate  primary  education  was  most 
actively  extended  were  those  which  were  most  likely  to  enter  upon  economic 
growth  and  development.  Thus,  insofar  as  the  imperial  powers  failed  to  promote 
widespread  primary  education,  they  helped  to  delay  economic  modernization; 
and  those  societies  or  particular  groups  within  a  society  that  had  greater  access 
to  primary  education  were  most  likely  to  be  prepared  for  economic  moderniza¬ 
tion. 


Table  15.1  Some  Comparative  Enrollment  Ratios  in  Former  Colonial  Territories 

of  Western  Empires:  1950  and  1965-1966* 


FIRST  AND 

SECOND  LEVELS 

THIRD  LEVEL 

adjusted  school 

NO.  OF  STUDENTS  PER 

ENROLLMENT 

100,000  INHABITANTS 

1950 

RATIOS 

1965 

1950 

1966 

BRITISH  RELATED 

England  and  Wales 

75 

102 

242  a 

646 

Scotland 

81 

81 

454  a 

958  (1965) 

West  Indies 

Jamaica 

69 

75 

31 

113 

Trinidad  and  Tobago 

70 

76  (1963) 

33 

97 

Barbados 

59 

79 

32  (1951) 

171 

Asia  and  Oceania 

Singapore 

50 

85 

192  (1951) 

689 

Hong  Kong 

30 

80 

150(1955) 

304 

India 

21 

44  (1963) 

113 

235  b 

Pakistan 

20 

27 

93 

258  c 

Ceylon 

68 

81 

56 

126  d 

Burma 

12 

50  (1964) 

18e 

127 

West  Malaysia 

(Malaya) 

40 

59 

5 

179 

Fiji  Islands 

65 

76  (1963) 

- 

111  (1962) 

Papua 

44 

49 

88(1965) 

a  Universities  and  degree-granting  and  teacher-training  colleges  only 
h  Not  including  intermediate  and  preuniversity  courses 
c  Including  aits  and  science  coUeges  at  the  intermediate  level 
d  Universities  only 
e  University  of  Ragoon  only 
f  Not  including  teacher-training  colleges 
g  Including  preschool  education 

*Data  based  upon  UNESCO,  Yearbook,  UNESCO,  Paris,  1968,  pp.  69-91,  185-200. 

School  enrolment  ratio  is  a  percentage  ratio  obtained  by  relating  the  enrolment  at  a  given  level  of 
education  to  the  estimated  population  for  the  age  group,  i.e.,  five  to  fourteen  years  for 
the  first  level  and  fifteen  to  nineteen  for  the  second  level.  The  adjusted  school  enrollment  ratios 
for  the  first  and  second  levels  combined  as  listed  here  are  “an  attempt  to  minimize  the  effect  of 
the  differences  between  the  various  national  school  systems  and  thus  to  improve  the  international 
data. . . .  [They]  should  never  be  treated  as  a  crude  indicator  of  the  situation  and  development 
of  education  in  a  given  country  and  international  comparisons  should  be  made  only  in  very 
general  terms.”  (p.  69.) 

Third  level  is  defined  as  “degree-granting  and  non-degree-granting  institutions  of  higher  education 
of  all  types  (such  as  universities,  higher  technical  schools,  teacher  training  colleges,  theological 
schools,  etc.),  both  public  and  private.  As  far  as  possible,  the  figures  include  part-time  teachers 
and  part-time  students,  but  those  for  correspondence  courses  are  generally  excluded.  Data  on 
enrolment  refer  to  students  who  are  eligible  to  sit  for  examination  and  to  receive  degrees  or 
diplomas;  auditors  are  therefore  excluded.”  (p.  185.) 
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Table  15.1  Comparative  Enrollment  Ratios  (Continued) 


FIRST  AND 

SECOND  LEVELS 

THIRD  LEVEL 

ADJUSTED  SCHOOL 

NO.  OF  STUDENTS  PER 

ENROLLMENT 

RATIOS 

100,000  INHABITANTS 

1950 

1965 

1950 

1966 

Africa 

Sierra  Leone 

6 

16(1964) 

13 

38/(1967) 

Sudan 

5 

14 

4 

57 

Ghana 

15 

72 

4 

56 

Uganda 

18 

32 

4d 

20  d 

Lesotho 

49 

76(1966) 

4 

41 

Kenya 

21 

45 

3  (1956) 

40  c? 

Nigeria 

14 

25 

0.8 

18 

Malawi 

32 

31  (1966) 

_ 

11 

Zambia 

27 

42 

_ 

9 

Tanzania 

9 

23 

_ 

7 

Egypt 

25 

53 

165 

194 

FRENCH  RELATED 

France 

78 

91 

334 

1,076 

West  Indies 

Martinique 

83 

98 

- 

194 

North  Africa 

Algeria 

14 

39 

52 

70 

Tunisia 

19 

64 

50  d 

132  c? 

Morocco 

12 

38 

15 

56 

Madagascar 

19 

41 

6 

51 

West  Africa 

Senegal 

6 

24 

6 

79  (1965) 

Ivory  Coast 

5 

32 

— 

56 

Guinea 

3 

19 

_ 

11 

Mali 

3 

14 

_ 

4 

Dahomey 

8 

20 

— 

2 

Upper  Volta 

2 

8 

— 

0.6(1965) 

Mauretania 

1 

8  (1964) 

_ 

— 

Niger 

1 

6 

- 

Equatorial  Africa 

Congo  (Brazzaville) 

21 

76 

_ 

121 

Gabon 

18 

68 

_ 

22 

Central  African 

Republic 

6 

35 

_ 

— 

Chad 

1 

20 

— 

- 

Southeast  Asia 
and  Oceania 

South  Vietnam 

15 

59 

12 

191 
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Table  15.1  Comparative  Enrollment  Ratios  (Continued) 


Cambodia 
New  Caledonia 
Laos 

BELGIAN  RELATED 
Belgium 

Democratic  Republic 
of  the  Congo 

DUTCH  RELATED 
Netherlands 
Indonesia 

ITALIAN  RELATED 
Italy 
Libya 
Somalia 

U.S.A.  RELATED 
United  States 
Virgin  Islands 
Philippines 
Puerto  Rico 
Guam 
Samoa 
Cuba 


FIRST  AND 

SECOND  LEVELS 

THIRD  LEVEL 

ADJUSTED  SCHOOL 

NO.  OF  STUDENTS  PER 

ENROLLMENT 

100,000  INHABITANTS 

1950 

RATIOS 

1965 

1950 

1966 

11 

49 

5 

120(1965) 

69 

98 

57  (1964) 

9 

32 

— 

9 

84 

93 

234 

565 

29 

52 

1  (1954) 

24 

82 

91 

603 

1,310 

27 

47  (1964) 

8 

103  d  (1967; 

53 

70 

310 

659 

11 

51 

3  (1955) 

132 

1 

6 

2(1955) 

2  (1965) 

100 

93g 

1,508 

3,245 

103 

129 

— 

2,446 

89 

83 

902 

1,441  (1964) 

72 

97 

548 

1,669 

71 

94 

_ 

1,868 

82 

135 

— 

200  (1965) 

50  (1952)  77 

364 (1952) 

432 

3.  Those  traditional  societies  in  which  Western  types  of  secondary  and  higher 
education  were  given  highest  priority,  even  for  a  few,  were  most  likely  to  move 
toward  political  modernization,  as  expressed  in  the  manning  of  administrative 
and  professional  bureaucracies  and  in  the  achievement  of  national  independence^ 
Thus  those  imperial  powers,  whether  they  intended  to  do  so  or  not, 
promoted  a  Western  type  of  higher  education  for  their  colonial  subjects  and  the 
necessary  preparation  in  secondary  schools  for  entrance  to  college  or  university 
systems,  were  preparing  the  way  for  their  political  modernity  more  effectively 
than  did  those  that  concentrated  on  primary  education  or  none  at  all. 

4.  Those  traditional  societies  in  which  provision  was  made  for  a  balanced  access 
to  all  three  levels  of  education  had  the  greatest  chance  to  achieve  both  economic 
and  political  modernization.^“ 

^  L.  J.  Lewis,  Education  and  Political  Independence  in  Africa,  Thomas  Nelson,  Edinburgh,  1962, 

p.2. 
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Whatever  may  turn  out  to  be  the  validity  of  these  generalisations  after  a  great 
deal  more  comparative  historical  research,  it  seems  clear  that  the, 'E^uropean  natio:j5*y 
made  the  whole  process  toward  modernization,  both  economic  an^ political, 
difficult  for  themselves  and  for  the  colonial  peoples  because  their  o^^eliwfl:!on[m 
systems  possessed  certain  characteristics  which  they  transferred  to  their  colonies.  I 
refer  to  the  disjunctions,  the  dualism,  and  the  separatisms  that  marked  the  European 
educational  systems,  a  set  of  characteristics  which  I  have  summed  up  in  the  nonword 
disjunctivitis. 

In  some  cases  educational  disjunctivitis  was  an  active  and  virulent  disease  that 
tended  to  exacerbate  ethnic,  linguistic,  economic,  and  political  divisiveness  in  the 
societies  the  Westerners  came  to  rule;  in  others  it  produced  an  enervating  malaise 
which  slowed  down  the  preparation  of  colonial  peoples  for  the  economic  and  social 
transformation  and  the  eventual  integration  of  society  which  constitute  the  later  stage? 
of  the  modernization  process.^^ 

This  fact  was  one  of  the  great  historical  accidents  of  all  time,  namely  that  natior 
building  had  been  proceeding  in  the  major  European  states  for  a  long  enough  time  on 
so  broad  a  front  that  they  could  build  fairly  united  and  integrated  states,  even  with 
dualistic  educational  systems  that  had  large  elements  of  disjunction  and  segmentation 
within  them.  Britain,  France,  and  Germany  had  relatively  homogeneous  cultures  based 
upon  a  common  language,  literary  tradition,  and  political  and  social  institutions.  The 
United  States  had  rapidly  absorbed  vast  numbers  of  the  heterogeneous  immigrants 
from  Europe,  partly  at  least  as  a  result  of  developing  a  large-scale  educational  system 
built  on  an  ideal  of  social  integration  (except  for  the  minority  blacks,  American 
Indians,  Mexican- Americans,  and  East  Asians). 

In  contrast,  the  Africans  presented  to  the  Westerners  literally  hundreds  of 
small-scale  societies  with  little  common  cultural  tradition,  language,  or  comprehensive 
social  institutions.  Even  the  major  African  kingdoms  were  loosely  built  polities  in 
which  urban  life  was  limited  to  a  few  towns  based  heavily  on  handicraft  rather  than 
industrial  production.  Literacy  characterized  only  the  tiny  elite  with  knowledge  of 
Arabic  in  the  Moslem  societies  of  the  Sudan  regions  or  of  Western  languages  in  the 
coastal  regions  where  Christian  missionaries  had  penetrated  by  1850.  Thus  when  the 
European  powers  transferred  their  educational  institutions  to  the  diverse,  fragmented, 
particularistic  societies  of  Africa,  they  compounded  disjunctivitis.  Educational  systems 
were  brought  piecemeal  and  without  an  overall  design  for  a  comprehensive  modern 
system  of  education  (such  as  they  were  in  the  process  of  building  for  themselves).  The 
institutions  that  were  transferred,  moreover,  still  had  many  of  the  earmarks  of 
traditional  disjointedness  which  Europe  had  not  yet  begun  to  give  up  to  the  degree 
that  the  United  States  had  by  1900. 

The  characteristic  and  sharp  distinction  between  elementary  and  secondary 
education  was  one  of  these  earmarks.  As  we  have  seen,  elementary  education  in 
Europe  was  designed  to  provide  working-class  people  with  a  minimal  literacy  educa¬ 
tion,  but  it  was  not  intended  to  lead  on  to  higher  education.  This  seemed  to 
missionaries  and  government  officials  alike  as  naturally  suited  to  most  of  those 

See  C.  E.  Black,  The  Dynamics  of  Modernization;  a  Study  in  Comparative  History,  Harper  & 
Row,  New  York,  1966,  pp.  76-94. 
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Africans  or  Asians  whom  they  judged  to  be  able  to  achieve  any  Western  education  at 
all  If  the  prevailing  notion  at  home  was  that  most  Englishmen,  Erenchmen,  or 
Germans  did  not  really  need  more  than  a  few  years  of  fundamental  education,  how 
natural  to  beUeve  that  most  Africans  or  Asians  needed  even  less.  Similarly,  if  rural  and 
village  schools  in  Europe  or  America  were  generally  inferior  to  those  in  the  cities,  how 
natural  to  believe  that  elementary  schools  in  the  African  villages  or  bush  did  not  need 
the  attention,  equipment,  facilities,  or  the  quality  of  teachers  needed  in  urban  areas. 

If  education  was  to  be  left  largely  in  the  hands  of  missionaries,  how  natural  to 
feel  that  those  societies  or  regions  which  remained  hostile  to  Christian  efforts  or  did 
not  respond  with  great  alacrity  could  very  well  be  left  without  the  advantages  of 
Western  education.  If  there  were  a  dozen  different  languages  spoken  by  different 
groups  in  a  given  administrative  unit,  why  try  to  teach  in  their  languages  when  it 
would  be  so  much  better  for  them  to  learn  the  common  Western  language  which 
would  open  up  the  doors  to  the  literature  of  the  Gospel  and  to  modern  knowledge.  In 
fact,  the  missionaries  before  1914  did  an  enormous  amount  of  work  in  reducing  nearly 
200'  African  languages  and  major  dialects  to  written  form,  many  into  school 
textbooks  as  well  as  into  translations  of  the  Bible.  This  effort  was  vastly  important  as 
one  step  in  the  transition  from  a  preliterate  folk  society  for  many  of  the  African 
peoples  to  a  literate,  modem  way  of  life. 

But  then  the  traditional  Western  distinction  between  elementary  and  secondary 
education  came  into  play  again.^^  Recall  that  elementary  education  in  Europe  was 
based  upon  the  vernacular  and  that  secondary  education  rested  upon  the  ancient 
Greek  and  Latin  classics.  The  African  or  Asian  oral  languages  were  obviously  vernacu¬ 
lars  and  thus  not  suitable  as  the  means  of  instruction  in  secondary  education.  It 
appeared  natural,  therefore,  to  begin  secondary  education  in  Africa  or  Asia  with  heavy 
doses  of  the  Western  classics,  and  to  make  the  medium  of  instruction  in  secondary 
schools  EngUsh,  French,  or  whatever  Western  language  was  being  used  by  the  imperial 
power.  So  it  came  about  that  in  British  domains  elementary  education  was  largely 
conducted  in  the  vernaculars  and  secondary  education  in  Enghsh.  (The  French,  as  we 
have  seen,  used  French  in  elementary  education  as  well.)  Thus  it  was  easy  to  transfer 
the  habit,  so  common  at  home,  of  looking  upon  elementary  education  not  only  as 
lower  than  secondary  education  but  also  as  inferior  to  secondary  education.  This 
assumption  made  it  easy  to  think  of  English  or  French  as  the  learned  languages  in 
relation  to  the  African  or  Asian  vernaculars,  just  as  Latin  and  Greek  had  for  so  long 
been  considered  the  learned  languages  in  contrast  to  the  common  European  tongues. 

On  top  of  all  this,  the  West  European  nations  had  of  course  distinguished  sharply 
between  the  training  of  teachers  for  elementary  schools  and  the  training  of  teachers 
for  secondary  schools.  The  former  was  conducted  in  normal  schools  or  teacher  training 
institutions  that  were  no  more  than  second  level  institutions.  Because  these  institu¬ 
tions  did  not  give  the  full  academic  courses  characteristic  of  preuniversity  secondary 
education,  they  were  generally  looked  upon  as  inferior  to  the  genuine  secondary 
school  (grammar  school  in  England,  lycee  in  France,  or  Gymnasium  in  Germany).  With 

See,  for  example,  R.  Freeman  Butts,  “Teacher  Education  and  Modernization,”  in  George  Z.  F. 
Bereday  (ed.),  Essays  on  World  Education:  The  Crisis  of  Supply  and  Demand,  Oxford  University 
Press,  New  York,  1969,  pp.  111-132. 
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the  secondary  school  course  built  upon  the  literary  academic  studies,  the  training  of 
teachers  for  such  studies  should  be  provided  in  universities.  Elementary  school  teach¬ 
ing,  based  upon  the  vernaculars,  required  no  such  higher  instruction.  Primary  school 
teachers  therefore,  needed  only  a  minimum  of  training  beyond  primary  school  itself. 
Indeed  it  was  not  usually  possible  to  transfer  to  a  secondary  school  after  one  had 
attended  or  even  completed  a  primary  teacher-training  course.  The  presumption  was 
widely  held  that  the  most  able  students  would  be  selected  for  secondary  schools,  while 
the  less  able  would  go  to  teacher-training  “colleges.”  This  pattern  was  another  sign  of 
their  inferiority. 

So  it  was  that  elementary  schools  came  to  be  considered  of  lower  quality  than 
secondary  schools,  not  simply  the  first  rungs  of  an  integrated  system  that  was 
expected  to  lead  upward  to  secondary  education.  How  natural  therefore  for  the 
imperial  governments,  hard  pressed  for  allocation  of  their  colonial  funds,  to  leave  the 
training  of  primaiy  school  teachers  to  the  missions,  who  were  reasonably  glad  to 
accept  the  responsibility,  for  it  enabled  them  to  guide  the  training  of  their  teachers  for 
their  schools.  It  was  only  after  World  War  I  that  governments  began  to  turn  their 
attention  to  teacher  training  of  Africans  for  the  new  government  schools  they  began  to 
establish.  But  advantageous  as  that  was,  a  teacher-training  college  often  led  simply  to  a 
professional  dead  end,  because  it  could  not  lead  to  a  university  or  to  a  university 
degree,  which  was  the  recognized  passport  to  secondary  school  teaching  and  other 
higher  professions. 

Thus  it  was  that  in  English-speaking  Africa  the  elementary  education  system 
came  to  be  considered  “African”  while  the  secondary  school  system  came  to  be 
“European”  staffed  largely  by  expatriates  from  Britain.  The  academic  distinctions  of 
superior  and  inferior,  which  were  acknowledged  at  home  to  be  a  matter  of  class  and 
intellectual  differences,  when  transferred  to  Africa  inevitably  took  on  subtle  connota¬ 
tions  of  racial  superiority  and  inferiority,  as  well  as  intellectual.  A  system  that  severely 
limited  secondary  education  to  a  relatively  few  at  home  naturally  came  to  be  looked 
upon  as  suitable  only  for  a  minute  fraction  of  Africans.  When  it  is  recalled  that  the 
principal  purpose  of  a  secondary  school  was  to  act  as  a  kind  of  selection  process  for 
admission  to  a  university,  the  fraction  became  still  tinier.  Aside  from  Fourah  Bay 
College  in  Freetown,  Sierra  Leone,  the  beginnings  of  higher  institutions  in  British  and 
French  areas  of  Africa  can  largely  be  dated  from  the  1920s,  when  Achimota  was 
established  near  Accra  in  Ghana,  Makerere  in  Kampala,  Uganda,  and  Ecole  Normale 
William  Ponty  near  Dakar. 

A  small  stream  of  African  students  also  began  to  go  to  the  metropolitan 
countries  for  higher  education  in  the  1920s.  But  the  stream  was  thin  indeed.  Even  as 
late  as  1960  UNESCO  figures  estimated  that  the  percentage  of  the  twenty-  to 
twenty -four-y ear-old  population  in  the  countries  of  Middle  Africa  enrolled  in  institu¬ 
tions  of  higher  education  in  Africa  and  abroad  averaged  0.2  percent.  This  ranged  from 
.09  percent  for  Mali  and  Mauretania  to  1 .6  percent  for  Zanzibar  and  Mauritius.  The 
average  percentage  enrolled  in  institutions  in  Africa  alone  represented  only  0.1  percent 
of  the  relevant  age  group For  comparison,  the  approximate  figure  for  Britain  and 

The  Development  of  Higher  Education  in  Africa,  UNESCO,  Paris,  1967,  pp.  223-227. 
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France  themselves  was  around  4  percent,  the  Soviet  Union  8  percent,  and  the  United 
States  12  percent. 

It  should  be  recognized  that  there  was  not  only  vast  discrepancy  m  opportunity 
for  education  at  all  levels  in  different  parts  of  Africa,  but  the  imbalance  also  applied  to 
different  regions,  to  different  religious  groups,  to  different  linguistic  and  ethnic 
groups,  and  to  different  occupational  groups.  The  Moslem  pastoral  societies  of  north¬ 
ern  Nigeria  and  Chad  were  not  touched  by  Western  education  nearly  so  much  as  were 
the  trading  peoples  of  southern  Nigeria,  Ghana,  or  Nyasaland.  The  lower  castes  of 
India  were  not  nearly  so  able  to  attain  a  Western  education  as  were  the  Brahmin 
classes.  The  rural  regions  of  nearly  all  areas  were  likely  to  receive  less  attention  than 
the  urban  regions. 

Above  all,  the  most  underprivileged  group  nearly  everywhere  was  the  female  half 
of  the  total  population.  One  of  the  most  revolutionary  aspects  of  Western  imperialism 
as  it  touched  the  traditional  societies  around  the  world  was  the  notion  that  girls  should 
receive  a  formal  education.  But  even  here  the  late  Victorians  of  Western  Europe  were 
not  so  sure  that  girls  and  women  should  have  as  much  or  as  rigorous  an  education  as 
boys  and  men.  So  the  common  practice  was  to  provide  separate  secondary  schools  for 
girls,  another  form  of  disjunction  which  not  only  seemed  more  suitable  to  the 
traditional  societies  but  which  meant  that  access  to  higher  education  for  girls  inevi¬ 
tably  was  slower  and  more  hmited  even  than  that  for  boys.  Literacy  figures  for  Asia 
and  Africa  into  the  1960s  continue  to  show  that  illiteracy  is  much  higher  for  women 
than  for  men.  This  discrepancy  has  been  and  continues  to  be  one  of  the  most  severe 
brakes  on  modernization  throughout  the  world. 

Insofar,  then,  as  large-scale  popular  participation  in  education  is  a  sign  of 
modernity  in  society  and  in  education,  the  forces  of  imperialism  can  be  said  to  have 
started  the  process  among  the  colonial  peoples  they  ruled,  but  they  by  no  means 
finished  it.  They  gave  to  a  few  the  opportunity  to  glimpse  what  might  be,  but  their 
wholesale  spread  of  disjunctivitis  tended  to  consolidate,  for  a  time  at  least,  the  already 
established  distinctions  between  ruler  and  follower  and  served  to  keep  alive  the 
traditional  practices  of  an  elite  type  of  education.  Equality  may  have  been  an  ideal  at 
home,  but  the  colonial  practice  overseas  largely  belied  the  ideal  until  the  Asians  and 
Africans  were  gradually  able  to  force  the  issue.  Ironically ,  their  prime  weapon  was  the 
very  education  that  had  been  so  carefuEy  and  sometimes  grudgingly  extended  to  them 
as  an  embodiment  of  the  elite  education  of  the  West,  not  its  democratic  best. 


C.  THE  MAKING  OF  ELITES:  SECULAR  AND  SCIENTIFIC  STUDIES 

The  secular  and  the  scientific  ingredients  that  played  a  large  role  in  shaping  modem 
education  in  the  West  helped  in  turn  to  form  the  Western-educated  elites  of  Asia  and 
Africa  and  helped  to  set  them  apart  from  the  traditional  ruling  classes  of  the 
premodem  societies  of  the  empires.  Even  though  the  promotion  of  secondary  and 
higher  education  was  largely  in  the  hands  of  religious  missions  until  such  time  as 
government  schools,  coEeges,  and  universities  began  to  compete,  the  curriculum  that 
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was  typically  transferred  from  the  West  to  the  imperial  territories  included  a  good  deal 
of  secular  content  in  both  the  humanities  and  the  scientific  studies.  Indeed,  such 
mixture  was  typical  of  secondary  and  college  education  in  the  West  itself.  Much  more 
comparative  study  is  required  in  this  field  as  elsewhere,  but  my  general  impression  is 
that  the  curriculum  of  secondary  and  higher  education  transported  to  the  colonies 
tended  to  duplicate  the  metropolitan  models  even  more  closely  than  the  elementary 
curriculum  did.  Part  of  this  derived  from  the  desire  to  maintain  in  the  overseas 
institutions  standards  that  would  be  comparable  with  those  at  home  and  partly  from 
the  assumption  that  since  such  education  reflected  the  highest  and  best  in  Western 
civilization  it  was  the  most  effective  instrument  for  bringing  civilization  to  the  peoples 
of  the  empires. 

Even  though  the  curriculums  thus  transplanted  may  not  have  been  as  thoroughly 
permeated  with  the  secular  and  scientific  streams  of  knowledge  as  prevailed  at  home, 
they  were  definitely  more  oriented  to  the  secular  and  the  modern  than  were  the 
traditional  schools  conducted  by  Islamic,  Hindu,  Buddhist,  or  Confucian  scholars.  All 
these  schools  emphasized  traditional  religious,  moral  or  “wisdom”  literature  consisting 
of  sacred  texts  to  be  copied,  memorized,  and  commented  upon.  In  contrast,  the 
Western  institutions  were  likely  to  stress  the  history,  politics,  economics,  and  social 
institutions  of  Europe  from  the  time  of  the  Greeks  to  the  Victorians,  as  well  as  the 
philosophy,  literature,  and  religion  appropriate  thereto.  This  emphasis  upon  studying 
the  West  was  therefore  likely  to  portray  the  religious  conflicts  of  the  Reformation,  the 
clash  of  ideologies  of  the  seventeenth  century,  the  growth  of  rationality  and  political 
revolutions  of  the  eighteenth-century  Enlightenment,  and  the  rise  of  modern  science  in 
the  nineteenth  century.  The  secular  character  of  the  literary,  humanistic,  and  social 
studies  in  the  Western  curriculum  served  presumably  as  radical  eye-openers  to  young 
men  whose  peers  attended  the  non-Western  schools  of  tradition  or  whose  total 
educational  experience  consisted  of  the  oral  traditions  of  everyday  life,  tribal  initiation 
ceremonies,  or  the  bush  schools  of  the  nonliterate  societies. 

Secularism  appeared,  too,  in  the  specifically  scientific  aspects  of  the  Western 
curriculum.  Again,  while  the  range  and  scope  of  scientific  studies  probably  did  not 
match  those  of  the  more  realistic  secondary  schools  of  Germany,  France,  Britain,  or 
the  United  States,  they  certainly  introduced  an  almost  completely  novel  element  into 
the  education  of  those  Africans  or  Asians  who  were  admitted  to  Western-type  schools. 
The  knowledge  of  physical  phenomena  obeying  scientific  laws  of  regularity,  cause  and 
effect,  and  predictability  for  the  future  gave  a  kind  of  empirical  base  for  rational  and 
critical  thought  largely  unavailable  elsewhere  in  the  traditional  societies.  Even  so, 
scientific  teaching  was  generally  oriented  to  the  textbook  and  relied  relatively  little 
upon  practical  experiments,  laboratories,  or  other  expensive  items.  How  much  more  an 
experimental,  critical,  problem  solving,  or  experiential  methodology  closely  related  to 
indigenous  African  techniques  could  have  achieved  is  open  to  speculation. 

Combining  scientific  and  empirical  knowledge  of  the  natural  and  physical  world 
with  the  Western  literary  and  humanistic  tradition  from  Plato  and  Aristotle  to  Locke 
and  Mill,  or  to  Rousseau  and  Voltaire,  the  Western-oriented  schools  helped  to  open 
vast  horizons  of  new  knowledge  and  insights  for  African  and  Asian  students,  a  mixture 
of  rationalism  and  nationalism  that  proved  to  be  a  heady  brew. 
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Western  educators  of  the  empires  have  been  criticized  for  not  adapting  their  own 
curricula  to  their  students’  needs  or  for  having  little  regard  for  the  literature  or  cultural 
traditions  of  the  colonial  peoples.  The  assimilation  policies  of  the  French  especially  led 
them  to  transplant  their  Western  syllabi  and  curricula  without  substantial  change. 
While  this  undoubtedly  helped  to  create  African  and  Asian  elites  who  were  equipped 
to  lead  their  own  peoples  into  modernity  faster  than  otherwise  would  have  happened, 
it  also  created  doubts,  confusions,  alienation,  and  a  “provincial  mentality”  which, 
Edward  Shils  argues,  continues  to  mark  most  of  the  Western-educated  elites  whose 
only  modern  culture  is  the  culture  of  the  foreign  metropolis  which  sent  them  their 
teachers  or  to  which  they  came  as  students.  They  stand  as  intellectual  provincials  in 
relation  to  the  Western  metropoles  much  as  Roman  intellectuals  did  to  Greece, 
northern  Europeans  to  Renaissance  Italy,  eighteenth-  and  nineteenth-century  Ameri¬ 
cans  to  England,  France,  and  Germany,  and  nineteenth-  and  early  twentieth-century 
Russians  to  Western  Europe: 

India  was,  and  remains,  an  intellectual  province  of  London,  Oxford,  and 
Cambridge.  The  areas  of  Africa,  once  or  still  ruled  by  British,  have  become 
intellectual  provinces  of  these  same  centers  (and  to  a  lesser  degree,  of  British 
provincial  universities).  Africans  in  the  French-governed  territories  are  provincial 
vis-a-vis  Paris,  just  as  Indonesia,  against  its  own  will,  still  remains  a  province  of 
the  Universities  of  Amsterdam,  Leiden,  and  Utrecht,  and,  insofar  as  it  refuses 
them,  of  other  European  and  American  universities.  Even  in  the  violently 
nationalistic  Middle  East  and  even  among  the  new  generation  of  less  sophisti¬ 
cated  intellectuals  the  cultural  life  of  the  foreign  metropolis  still  exerts  its  great 
attraction. 

In  each  of  the  provinces,  the  possession  of  a  degree  from  a  metropolitan 
university  is  a  claim  to  respect  and  to  preference  for  an  appointment  in 
government  or  in  education.  The  universities  in  the  provinces  are  modelled  on 
those  of  the  metropolis,  down  to  the  syllabi  of  study,  the  required  textbooks 
and  sometimes  even  the  questions  on  examinations. 

The  textbooks  from  which  the  student  studies  in  college  are  usually  from 
the  metropolis.  His  most  respected  teachers  have  been  educated  there.  In  many 
of  the  new  states,  the  language  in  which  he  is  educated  is  the  language,  not  of  his 
own  people,  but  of  the  metropolis.  He  comes  to  appreciate  the  values  of  going  to 
the  metropolis  for  further  studies“-under  the  urging  of  kinsmen  and  teachers 
who  perceive  the  advantage  which  it  confers  and  who  also  feel  that  it  is 
intrinsically  valuable  to  be  “foreign  returned.”  The  novels  he  reads,  the  science 
he  studies  and  practices,  the  principles  of  administration  which  he  applies,  the 
economic  policy  which  he  recommends  or  seeks  to  carry  out,  all  come  from  the 
foreign  metropolis. 

The  culture  of  a  foreign  metropolis  is  the  only  modern  culture  he  pos¬ 
sesses.  If  he  denies  that  culture,  he  denies  himself  and  negates  his  own  aspira¬ 
tions  to  transform  his  society  into  a  modern  society.^ 

^Edward  Shils,  The  Intellectual  Between  Tradition  and  Modernity:  The  Indian  Situation, 
Mouton,  The  Hague,  1960,  pp.  85-86. 
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Whatever  else  may  be  said  of  the  transfer  of  Western  educational  institutions  to 
Asia  and  Africa,  the  qualities  summed  up  under  the  headings  of  secular  and  scientific 
undoubtedly  contributed  to  the  creation  of  Western-educated  elites  whose  role  turned 
out  to  be  of  incalculable  importance  for  the  entire  world.^^  Shils  points  out  that  the 
intellectuals  of  Asia  and  Africa  played  a  larger  role  in  the  creation  of  their  new  nations 
in  the  twentieth  century  than  intellectuals  have  ever  played  at  any  other  time  in 
history. He  defines  an  intellectual  to  include  all  persons  who  have  had  an  advanced, 
modern  education  in  a  college  or  university.  In  the  past,  revolutions  leading  toward 
modernization  have  been  engineered  principally  by  middle  classes  overthrowing  an 
alhance  of  the  landed  aristocracy  and  traditional  government,  by  peasants  rising 
against  established  commercial  and  landed  classes,  or  by  strong  centralized  govern¬ 
ments,  often  military-oriented,  imposing  their  views  upon  the  masses  of  the  people. 

Only  in  the  colonial  territories  of  the  Western  empires  was  the  movement  to 
independence  led  by  intellectual  elites  consisting  largely  of  professional  and  adminis¬ 
trative  classes  that  had  in  common  their  Western  education.  It  is  clear  as  well  that 
modernization  outside  the  Western  empires  depended  to  an  enormous  extent  upon  the 
Western-educated  intellectuals,  notably  in  Japan,  Turkey,  and  China.^*^  But  the 
greatest  success,  and  one  achieved  with  the  least  help  from  the  middle  classes, 
peasants,  military,  or  governments,  was  achieved  by  the  indigenous  intellectual  elites 
of  the  Western  empires,  first  in  India  and  other  parts  of  Asia  and  then  in  Africa. 

Many  of  these  young  men  obtained  their  advanced  education  in  the  Western 
countries  themselves.  They  began  to  go  to  Europe  in  large  numbers  from  Asia  and 
especially  from  India  as  early  as  the  1890s,  and  from  Africa  some  tliirty  years  later  in 
the  1920s.  When  they  returned  home,  they  engaged  in  the  professional  occupations, 
principally  as  civil  servants  and  administrators  in  the  governmental  bureaucracies,  as 
lawyers,  as  journalists,  a  very  few  as  physicians,  but,  above  all,  as  teachers,  especially  in 
the  colleges  and  universities  but  also  in  the  secondary  schools.  They  associated  with 
each  other,  being  able  to  communicate  across  local  hnguistic  and  ethnic  lines  because 
they  had  English  in  common,  or  French.  In  these  ways,  the  Western -educated  elites 
became  the  spearhead  of  the  ideas  of  nationalism  and  subsequently  the  actions  that  led 
to  independence,  in  Asia  in  the  1940s  and  1950s  and  then  in  Africa  in  the  1950s  and 
1960s. 

The  ideals  of  representative  government  and  public  liberties  that  motivated  the 
independence  movements  in  their  early  stages  have  been  undergoing  heavy  weather 
from  the  rise  of  one-party  systems  and  military  coups,  but  the  role  of  the  intellectual 

^^See,  for  example,  a  small  sample  of  recent  studies  of  elites:  T.  B.  BottovaoiQ,  Elites  and  Society^ 
Penguin  Books,  New  York,  1964;  Frederick  W.  Frey,  The  Turkish  Political  Elite,  Massachusetts 
Institute  of  Technology  Press,  Cambridge,  Mass.,  1965;  Edmund  Leach  and  S.  N.  Mukherjee  (eds.) 
Elites  in  South  Asia,  Cambridge  University  Press,  London,  1970;  and  Y.  C.  Wang,  Chinese 
Intellectuals  and  the  West,  1872-1949,  University  of  North  Carolina  Press,  Chapel  Hill,  1966. 

Edward  Shils,  “The  Intellectuals  in  the  Political  Development  of  the  New  States,”  World 
Politics,  pp.  329-368,  April  1960. 

^"^See,  for  example,  Frey,  op.  cit.,  chap.  1;  Wang,  op.  cit.,  passim;  and  Herbert  Passin,  “Moderniza¬ 
tion  and  the  Japanese  Intellectual,”  in  Marius  B.  Jansen  (ed.),  Changing  Japanese  Attitudes  Toward 
Modernization,  Princeton  University  Press,  Princeton,  N.J.,  1965,  chap.  13. 
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will  be  no  less  important  whatever  the  political  complexion  turns  out  to  be.  Tht 
practical  and  professional  demands  of  a  civil  service  bureaucracy  and  the  specialization 
and  differentiation  of  a  large-scale  educational  system  with  fully  developed  higher 
institutions  will  demand  much  of  the  intellectual  classes  of  modernizing  nations.  One 
of  the  key  problems  facing  all  newly  independent  nations  is  how  to  achieve  cultural, 
intellectual,  and  educational  independence  as  well  as  political  independence  in  a  world 
that  is  moving  toward  global  modernization.  This  may  prove  to  be  an  even  greater  test 
of  the  ingenuity  and  talents  of  the  Asian  and  African  intellectuals  than  was  the 
achievement  of  political  independence  itself. 


D.  CREATING  COMMUNITIES  OF  MODERNIZERS: 

THE  PRACTICAL  AND  THE  PROFESSIONAL 

Each  of  the  societies  which  came  under  the  rule  of  the  large-scale  imperialisms  had  its 
own  distinctive  forms  of  occupational  engagement,  some  much  more  specialized, 
stratified,  and  highly  developed,  as  in  India,  others  more  functionally  diffuse,  as  in 
Middle  Africa  or  Central  Asia,  whose  occupational  base  was  more  akin  to  that  of 
pastoral  or  settled  agricultural  folk  societies.  But  the  overall  characteristic  which  the 
colonial  societies  had  in  common  was  their  reliance  upon  the  land  rather  than  upon 
commerce  or  industry  as  the  principal  means  of  subsistence  for  the  overwhelming 
majority  of  people. 

In  view  of  the  interest  of  the  imperial  powers  in  the  products  of  the  land,  either 
as  raw  materials  for  their  expanding  industries  or  as  a  basis  for  trade  and  commerce  to 
supply  the  needs  of  their  growing  urban  and  mercantile  population,  the  predominantly 
rural  and  underdeveloped  characteristics  of  the  economies  of  the  colonial  peoples 
posed  one  of  the  most  persistent  and  controversial  problems  related  to  the  role  of 
Western  education  in  Asia  and  Africa.  From  the  early  missionaries  of  the  early 
nineteenth  century  to  the  economic  planners  and  technical  advisers  of  the  later 
twentieth  century  this  question  plagued  their  efforts:  should  education  for  Africans 
and  Asians  be  primarily  academic  and  general  or  primarily  practical  and  professional? 

A  common  and  recurring  answer  that  has  been  given  from  the  very  beginning  has 
been  substantially  as  follows:  since  the  vast  majority  of  peoples  in  Asia  and  Africa  will 
be  supported  by  their  efforts  on  the  land  for  a  long  time  to  come,  their  education 
ou^t  to  stress  direct  preparation  for  rural  and  agrarian  life.  This  means  a  practical 
education  to  enable  them  to  subsist  or  possibly  to  improve  upon  their  rural  existence. 
As  early  as  1847  the  Education  Committee  of  the  British  Privy  Council  had  recom¬ 
mended  such  an  education  for  Africans  to  include  training  in  agriculture,  household 
economy,  and  health.  This  theme  was  reiterated  over  and  over  again  in  official 
statements  and  in  advisory  reports  from  the  mid-nineteenth  to  the  mid-twentieth 
centuries.^®  Proposals  were  not  only  reiterated,  numerous  efforts  were  actually  made 

^^For  a  sample  of  such  statements  see  Philip  J.  Foster,  “The  Vocational  School  Fallacy  in 
Development  Planning,”  in  C.  Arnold  Anderson  and  Mary  Jean  Bowman  (eds.),  Education  and 
Economic  Development,  Aldine,  Chicago,  1965.  pp.  142-166. 
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to  establish  model  schools  for  farming  and  mechanical  arts,  industrial  schools,  and 
school  plantations  or  gardens,  and  to  inject  agricultural  and  industrial  courses  into  the 
•egular  primary  and  secondary  schools,  even  to  making  them  compulsory.  All  this 
effort  was  generally  to  little  avail. 

The  famous  Phelps-Stokes  report  of  1922  reflected  the  view  that  just  as  Ameri¬ 
can  Negroes  should  be  trained  by  a  practical  education  for  rural  life  in  the  American 
South  so  should  the  school  curriculum  in  Africa  be  adapted  to  African  rural  condi¬ 
tions.  It  emphasized  the  needs  of  African  boys  and  girls  as  individuals,  their  health, 
their  home  life,  their  recreation,  their  character  development,  and  their  religious  life. 
On  the  surface,  the  argument  emphasized  an  adaptive  education  that  would  be 
appropriate  to  the  "‘overwhelming  majority  of  Africans  [who]  must  live  on  and  by  the 
soil.”  Underlying  the  argument  was  the  belief  that  the  “industrial  education”  proposed 
by  Booker  T.  Washington  and  Jesse  Jones  as  typified  at  Tuskegee  and  Hampton 
Institutes  would  be  as  appropriate  for  the  colonial  societies  of  Africa  as  it  was  for  the 
segregated  societies  of  the  American  South. 

The  general  stress  upon  the  need  of  Africans  and  Asians  for  an  education 
appropriate  to  their  stage  of  economic  development  has  led  to  recurring  criticisms  of 
the  Western  imperial  educational  policies  for  having  neglected  practical  and  vocational 
education  and  for  transferring  to  both  continents  their  heavily  literary  and  academic 
traditions  of  bookish  education.^®  This  theme  and  this  complaint,  however, have  been 
challenged  more  and  more  by  a  view  that  points  to  two  facts  with  respect  to  Africa: 
the  authorities  did  try  to  promote  a  much  more  practical  type  of  education  than  was 
actually  instituted,  but  the  Africans  who  had  the  opportunity  for  education  were 
themselves  eager  for  the  literary  and  academic  form  of  education  far  more  than  they 
were  for  a  practical  type  of  education  oriented  to  the  rural  life  or  the  technical  types 
of  industrial  or  mechanical  endeavor  which  they  associated  with  lower  forms  of 
occupation.  Two  especially  knowledgeable  observers  of  Western  education  in  Ghana 
stress  two  interrelated  points.  John  Wilson  reminds  us  that  literary  education  was 
universally  seen  by  Africans  as  a  possible  escape  from  the  dreary  rigors  of  a  life  of 
subsistence  on  the  land: 

The  blunt  truth  behind  this  state  of  affairs  in  African  education  is  that 
anyone  who  gets  a  taste  of  education  at  all  can  do  no  other  than  desire  to  escape 
from  low  subsistence  farming  economy  and  all  that  goes  with  it  of  physical  and 
social  circumstances.  These  are  hard  circumstances  and  the  wonder  is  that 
African  resistance,  adaptability,  and  resourcefulness  have  been  of  such  a  high 
order  as  to  survive  them.^^ 

^^For  thorough  documentation  of  this  point,  see  Kenneth  James  King,  Pan-Africanism  and 
Education;  a  Study  of  Race,  Philanthropy  and  Education  in  the  Southern  States  of  America  and 
East  Africa,  Clarendon  Press,  Oxford,  1971. 

^^See,  for  example,  Guy  Hunter,  Modernizing  Peasant  Societies;  a  Comparative  Study  in  Asia  and 
Africa,  Oxford  University  Press,  New  York,  1969,  chap.  10;  and  Don  Adams  and  Robert  M.  Bjork, 
Education  in  Developing  Areas,  McKay,  New  York,  1969,  chap,  6, 

John  Wilson,  Education  and  Changing  h'est  African  Culture,  Teachers  College  Press,  New  York, 
1963,  pp.  30-31. 
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Philip  Foster  argues  perceptively  that  a  literary  education  similar  to  that  attained 
by  their  British  rulers  was  sought  by  Africans  because  they  could  see  realistically  that 
such  an  education  led  directly  to  the  best  jobs  in  the  colonial  society: 

Those  who  criticize  the  “irrational”  nature  of  African  demand  for  “aca¬ 
demic”  as  opposed  to  “vocational”  education  fail  to  recognize  that  the  strength 
of  academic  education  has  lain  precisely  in  the  fact  that  it  is  preeminently  a 
vocational  education  providing  access  to  those  occupations  with  the  most 
prestige  and,  most  important,  the  highest  pay  within  the  Ghanaian  economy. 
The  financial  rewards  and  the  employment  opportunities  for  technically  trained 
individuals  [in  agriculture  or  the  trades]  were  never  commensurate  with  oppor¬ 
tunities  in  the  clerical  field. 

The  testimony  of  these  and  other  scholars,  African  and  non-African  alike,  thus 
raises  serious  questions  about  the  easy  judgment  that  practical  education  was  not 
sponsored  actively  enough  by  the  colonial  powers.  We  are  reminded  that  the  educa¬ 
tional  provisions  resulted  from  the  interaction  of  the  rulers  and  the  ruled  far  more 
than  is  usually  recognized.  So  long  as  the  literary  education  was  a  sign  of  superiority, 
and  technical  or  practical  education  was  a  sign  of  political  and  social  inferiority  as  well 
as  economic  inferiority  under  the  colonial  system,  the  Africans  were  reacting  with 
understandable  feelings.  They  were  searching  for  the  higher  vocations  and  professions 
as  the  payoff  from  their  education,  not  simply  staying  where  they  were.  They  were 
seeking  a  way  to  escape  not  only  from  the  drudgery  and  dead  ends  of  subsistence 
farming  in  the  village  but  to  escape  from  the  badges  of  social  and  political  inferiority 
which  vocational  skills  and  manual  industrial  arts  clearly  displayed  when  compared 
with  the  higher  administrative  and  professional  skills  to  be  achieved  by  academic 
education.  They  saw  that  practical  education  “  adapted  to  their  conditions  of  hfe” 
could  mean  the  permanent  inferiority  of  black  men. 

The  story  in  India,  however,  appears  to  be  somewhat  different  from  that  in 
Africa.  While  in  both  cases  there  was  relatively  little  technical  or  industrial  education, 
Robert  I.  Crane  argues  that  the  industrial  policies  of  the  British  officials  seem  to  have 
had  a  large  role  in  the  results.^^  He  points  out  that  even  when  the  British  educators  in 
India  decided  to  expand  the  scientific  components  in  secondary  schools  the  content 
was  so  bookish  and  so  oriented  to  the  examination  system  that  it  had  little  or  no 
relation  to  technical  or  economic  development.  More  important,  however,  was  the 
realization  by  educational  officials  that  if  they  trained  large  numbers  of  people  in 
technical  fields  for  which  there  was  no  developing  industry  and  thus  no  jobs  they 
would  be  creating  a  dangerous  economic  situation.  But  they  did  not  use  the  same 
caution  with  respect  to  literary  education,  and  thus  the  “educated  unemployed” 
became  a  rampant  political  problem  for  India,  as  well  as  for  many  other  colonial 
countries  where  education  expanded  rapidly. 

Foster,  op.  cit.,  p.  145;  see  also  Philip  J.  Foster,  Education  and  Social  Change  in  Ghana, 
University  of  Chicago  Press,  Chicago,  1965,  chaps.  3-5. 

Robert  1.  Crane,  “Technical  Education  and  Economic  Development  in  India  before  World  War 
I,"’  in  Anderson  and  Bowman,  op.  cit.,  chap.  9,  pp.  167-201. 
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Crane  also  points  out  that  even  where  technical  education  was  developed  in 
India  it  often  focused  upon  reviving  ancient  handicraft  arts  (like  fine  brass  work  or 
embroidery)  which  did  not  particularly  promote  industrialization,  or  it  provided 
training  for  Europeans  rather  more  than  for  Indians.  So  the  Indians  discovered  early, 
as  the  Africans  discovered  later,  that  the  best  jobs  they  could  obtain  under  colonial 
conditions  were  the  administrative,  clerical,  and  bureaucratic  jobs  for  which  an 
academic  and  literary  education  was  better  direct  vocational  preparation  than  was  a 
scientific,  technical,  or  industrially  practical  education. 

The  Indian  side  of  this  equation  was,  of  course,  important  along  with  the 
British.  It  was  not  only  that  the  British  education  officers  themselves  generally  had  an 
academic  education  weighted  on  the  literary  and  humanistic  side,  but  also  that  the 
Indian  classes  who  could  afford  to  flock  to  the  secondary  schools  and  colleges  were 
largely  from  the  Brahmin  classes  who  traditionally  were  not  likely  to  enter  mercantile, 
technical,  or  industrial  occupations  in  any  case;  and,  of  course,  the  lower  classes  most 
accustomed  to  engaging  in  the  arts  and  crafts  were  not  likely  to  go  to  the  hterary 
schools  at  aU.  All  this  led  the  British  entrepreneurs  to  come  to  the  conclusion  that 
Indians,  to  put  it  mildly,  did  not  have  a  bent  for  technical  skills  and  could  not  be 
trusted  to  fill  managerial  positions  in  factories. 

Crane  concludes  that  British  policy  in  India  with  regard  to  technical  education 
was  marked  by  “much  vacillation,  uncertainty,  and  aimless  compromise,  both  in  the 
making  of  policy  and  in  its  execution.”^  The  education  officers,  themselves  trained 
in  the  humanities,  could  always  find  reasons  why  technical  and  industrial  education 
was  too  costly.  Besides,  they  had  so  little  contact  with  business  or  industrial  leaders 
they  were  not  disposed  to  experiment  or  go  much  beyond  the  usual  book,  examina- 
tion,  and  paper  qualification  system  which  characterized  the  humanities  and  the 
entrance  to  the  government  service. 

Thus  the  British  government  policies  not  only  held  back  technical  education, 
they  undoubtedly  held  back  the  development  of  modern  industry  and  economic 
development  in  India.  Above  all,  the  universities  of  India  paid  Httle  or  no  attention  to 
technical  education  until  well  into  the  1920s.  Of  course,  professional  education  for 
law  and  medicine  stood  liigh  in  prestige,  but  by  and  large  tlie  technical  institutes  were 
of  a  lower  level  in  both  quality  and  quantity  in  comparison  with  the  general  academic 
colleges  and  universities.  In  summary,  Crane’s  judgment  is  that  education  in  India  had 
an  enormously  formative  effect  on  economic  modernization— negatively: 

The  obvious  result  was,  of  course,  that  the  Indian  economy  remained 
singularly  undeveloped  and  that  its  modernization  was  severely  retarded.  Though 
a  number  of  different  factors  played  upon  the  economy  to  keep  it  backward,  the 
absence  of  anything  like  an  effective  system  of  technical,  scientific,  and  indus¬ 
trial  education  was  surely  a  considerable  element  of  the  causal  complex.  Perhaps 
equally  regrettable,  technical  training  in  India  did  little  or  nothing  to  create  a  set 
of  values— diffused  among  the  population— which  could  have  been  the  basis  for  a 
rapid  modernization  of  the  economy  when  the  system  of  technical  education 
eventually  underwent  transformation  and  improvement.^^ 

^  Ibid.,  p.  190. 

^^Ibid.,  pp.  193-194. 
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The  contrast  with  the  enormous  acceleration  that  the  expansion  of  technical 
education  gave  to  economic  modernization  in  the  United  States,  Germany,  Russia,  and 
Japan  in  the  nineteenth  century  (and  much  more  recently  in  China  as  well  as  in  India) 
makes  the  point  much  more  positively.  For  example,  in  an  empirical  study  of  some 
seventy  nations  located  in  all  parts  of  the  world  (except  Africa),  William  S.  Bennett, 
Jr.  found  a  high  positive  correlation  between  growth  in  technological  education  and 
economic  development.^^ 

Another,  and  much  neglected,  element  in  the  contrast  between  rapidly  modern¬ 
izing  societies  and  the  less  developed  colonial  societies  was  the  attention  paid  to 
teacher  training.  Most  teacher-training  programs  for  the  preparation  of  primary  school 
teachers  in  Asia  and  Africa  were  little  more  than  postprimary  schools  concentrating  on 
the  technical  pedagogy  of  teaching  the  primary  school  subjects.  They  usually  did  not 
even  include  an  academic  training  equivalent  to  the  level  of  the  subjects  of  the 
secondary  schools.  Even  so,  they  involved  at  least  the  rudiments  of  literacy  and  as  such 
provided  the  teachers  with  an  education  that  set  them  apart  from  the  masses  of 
illiterates  in  the  populations. 

The  great  pity  was  that  primary  school  teachers  found  themselves  hving  and 
working  in  the  rural  sector  for  which  their  training  had  poorly  prepared  them,  and  at 
the  same  time  their  lack  of  a  secondary-level  education  cut  them  off  from  close 
contact  with  the  cohesive  urban  professional  elites.  They  could  not  act  as  effective 
intermediaries  between  the  rural  and  the  urban  styles  of  life.  One  of  the  great 
opportunities  for  economic  and  political  development  was  thus  lost,  because  the  gap 
between  rural  and  urban  sectors  was,  if  anything,  widened  and  deepened  by  the 
importation  of  disjunctive  European  educational  systems  which  drew  a  sharp  line 
between  the  training  of  primary  school  teachers  in  a  rural  climate  of  opinion  and  the 
training  of  secondary  school  teachers  in  an  urban-oriented  atmosphere.  No  wonder  a 
boy  with  a  modicum  of  education  wished  to  escape  from  the  countryside  to  the  city  if 
he  could. 

The  opportunity  was  thus  lost  to  achieve  what  was  one  of  the  more  fortunate 
but  little  appreciated  aspects  of  American  teacher  education  in  the  nineteenth  century. 
The  normal  schools  and  the  teacher-training  colleges  were  dispersed  so  widely  through¬ 
out  the  United  States  that  they  contributed  to  rural  development  even  when  they  did 
not  teach  rural  subjects.  They  acted  as  an  extension  of  the  urban  literate  society  to  the 
countryside,  and  they  relatively  soon  built  up  the  academic  training  they  offered  to 
the  level  of  the  secondary  schools  that  prepared  for  the  colleges  and  universities. 
Before  too  long  they  were  even  providing  a  postsecondary  level  of  general  education  to 
which  the  ambitious  boy  or  girl  could  aspire  without  flocking  to  the  cities.  In  this 
sense  erstwhile  teachers  colleges  helped  to  bridge  the  gap  between  rural  and  urban  life, 
eventually  providing  a  training  for  a  diversified  range  of  occupations  wlrich  continued 
to  include  teacliing  but  were  not  confined  to  teaching. 

Up  to  the  1920s  teacher  training  was  so  neglected  in  most  colonial  societies  that 
when  independence  arrived  thirty  or  forty  years  later  a  vast  shortage  of  trained 

William  S.  Bennett,  Jr.,  ‘‘Educational  Change  and  Economic  Development,”  Sociology  of 
Education,  pp.  101-1 14,  Spring,  1967. 
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teachers  existed  in  virtually  every  country.  In  contrast,  the  United  States  had  begun  its 
expansion  of  teacher-training  institutes  by  the  mid-nineteenth  century,  Japan  in  the 
late  nineteenth  century,  and  Russia  in  the  1920s  and  1930s.  By  1917  in  the  western 
Russian  cities  as  many  as  40  percent  of  elementary  school  age  children  were  actually 
enrolled,  whereas  it  was  nearer  to  2  percent  in  Uzbekistan.  In  the  following  years  the 
Soviet  regime  pushed  energetically  ahead  to  train  the  teachers  to  man  elementary 
schools  for  the  vast  rural  regions  to  the  east.  In  all  three  cases  massive  programs  of 
teacher  training  accompanied  the  rapid  extension  of  elementary  education  so  that  it 
could  become  virtually  universal. 

In  the  1920s  in  Africa,  however,  teacher-training  institutions  outside  those  of 
the  missions  were  just  beginning  to  appear  under  government  auspices.  As  late  as  1924 
Governor-General  Ernest-Nestor  Roume  wrote  to  his  fellow  governors  of  the  eight 
colonies  of  French  West  Africa  (a  territory  wliich  consisted  of  a  total  of  19  million 
people  in  1950): 


As  tar  as  secondary  teachers  are  concerned,  I  estimate  that  the  average 
yearly  number  of  graduates  [for  all  eight  colonies]  should  be  about  thirty- 
five.  .  .  .  Taking  defections  and  failures  into  account,  around  thirty  secondary 
school  teachers  will  be  available  to  you  each  year,  oi  four  or  five  per  colony. 
This  number  seems  to  me  to  be  sufficient  to  provide  under  normal  circumstances 
against  retirements  and  to  satisfy  the  needs  of  a  gradual  extension  of  education 
proportionate  to  our  financial  resources. 

It  was  remarkable  how  the  imperial  authorities  tended  to  underestimate  the 
potential  modernizing  power  of  professional  education  not  only  for  those  who  went 
into  teaching  but  also  for  those  who  were  selected  to  enter  the  clerical,  executive, and 
administrative  positions  of  the  government  and  the  other  major  institutions  of  colonial 
society.  They  found  to  their  chagrin  that  the  general,  academic,  literary  education 
which  both  British  and  French  educators  believed  was  the  best  kind  of  training  for  a 
generalist  in  a  bureaucracy  turned  out  to  be  just  the  kind  of  education  that  helped  to 
transform  the  Africans  into  nationalists. 

Wliat  few  realized  explicitly  was  that  a  greater  attention  to  professional  educa¬ 
tion  might  have  become  the  very  key  to  leading  their  colonial  peoples  not  only  into 
independence  but  into  the  modern  world,  a  view  that  Lucian  W.  Pye  expressed  so 
persuasively  in  liis  study  of  Burma: 

National  development  would  be  furthered  as  ever-increasing  numbers  of 
competent  people  meet  in  their  daily  lives  the  exacting  but  also  psychologically 
reassuring  standards  of  professional  performance  basic  to  the  modern  world.  The 
emergence  and  interaction  of  such  people  as  they  fulfill  their  professional 
activities  would  provide  transitional  societies  with  communities  of  modernizers 
who  would  constitute  islands  of  stability  in  an  otherwise  erratically  changing 
world. 


37 

Quoted  in  Moumouni,  op.  cit.,  p.  48.  Italics  added. 
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The  concepts  and  standards  of  the  modern  professions  can  uniquely  serve 
the  dual  functions  of  assisting  the  individual  in  realizing  his  potentialities  while 
also  providing  the  community  with  the  skills  and  abilities  necessary  for  national 
development.  In  nation  building  it  is  not  just  the  society  that  needs  modern 
skills;  the  people  must  also  feel  skilled  in  modern  terms.  As  individuals,  the 
intelligent  and  ambitious  peoples  of  transitional  societies  can  acquire  the  skills 
and  competences  appropriate  to  membership  in  the  modern  world  and  readily 
become  the  equals  of  citizens  of  industrial  societies  as  teachers,  lawyers,  scien¬ 
tists,  soldiers,  and,  yes,  as  administrators  and  politicians.  They  can  achieve 
essentially  modern  standards  even  though  their  countries  may  still  have  inade¬ 
quate  school  systems,  undermanned  legal  professions,  and  militarily  weak 

OQ 

armies. 

E.  LITTLE  DIFFERENTIATION  AND  LESS  DIVERSIFICATION 

Earlier  chapters  in  this  book  have  emphasized  a  theme  that  has  permeated  much  of 
current  social  science  thought~the  role  of  social  differentiation  in  the  change  from 
tradition  to  modernity.  We  have  traced  the  ways  in  which  organized  education 
contributed  to  the  differentiating  process  in  the  civilization  of  the  West.  Now  we 
mention  briefly  the  way  the  organized  forms  of  Western  education  speeded  the 
differentiating  process  in  greater  or  lesser  degree  in  the  traditional  societies  which 
came  under  imperial  rule. 

In  traditional  societies  aU  over  the  world  in  the  nineteenth  century,  the  mission 
schools  and  the  government  schools  of  the  Western  type  were  often  the  first  or  the 
most  pervasive  specialized  institutions  with  which  isolated  social  groups  came  into 
contact.  Countless  thousands  of  Asians  and  Africans  had  their  initial  contact  with  the 
specialized  function  of  education  when  the  first  Western  teacher  arrived  in  their  midst 
and  set  up  a  school  whose  specialized  function  was  the  teaching  of  literacy.  Along  with 
the  introduction  of  cash  crops,  a  money  exchange,  and  formal  legal  institutions 
functioning  through  magistrates,  courts,  district  officers,  and  police,  the  school  was 
one  of  the  means  by  which  the  orderly  conduct  of  social  affairs  began  to  shift  from 
kinship  and  family  authorities  to  differentiated  institutions.  In  these  ways  the  local 
people  learned  to  divide  society’s  labor  among  different  groups  specializing  in  particu¬ 
lar  social  functions.  As  the  people  adopted  the  Western  style  of  organizing  themselves 
into  an  increasing  number  of  functional  associations  to  do  the  many  tasks  that  family 
and  kinship  groupings  had  formerly  done,  the  modernizing  process  got  under  way. 

So  two  kinds  of  things  happened.  The  first  Western  schools  helped  to  introduce 
some  differentiation  into  traditional  societies,  even  though  they  did  not  represent  the 
whole  range  of  specialized  educational  institutions  which  had  been  developed  at  home. 
Gradually  an  increasing  differentiation  of  educational  institutions  themselves  was 
introduced.  In  general,  the  more  rapid  and  the  more  effective  the  process  of  educa¬ 
tional  differentiation  took  place,  the  more  ready  for  modernization  a  society  became. 

Lucian  W.  Pye,  Politics,  Personality,  and  Nation  Building,  Yale  University  Press,  New  Haven, 
Conn.,  1962,  pp.  289-290. 
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The  overall  function  of  Western-style  primary  schools  was  of  course  to  teach 
literacy,  whose  achievement  marked  those  who  acquired  it  with  a  remarkable  specialty 
that  enabled  them  to  expand  enormously  the  range  of  activities  and  occupations  in 
which  they  could  engage.  However,  in  a  limited,  traditional  society  the  range  of 
activities  was  also  limited,  and  the  literate  person  often  found  himself  differentiated 
away  from  his  former  Idnship  associates  and  toward  those  others  who  had  also 
acquired  literacy.  An  unaccustomed  pattern  of  communication  could  thus  take  place 
across  kinship,  linguistic,  and  ethnic  lines.  As  Western-type  primary  schools  tried  to 
diversify  their  curricula  and  programs  of  teaching  to  include  agriculture,  mechanical  or 
craft  skills,  home  economy,  and  the  like,  they  were  trying  to  add  variety  to  the  usually 
single  purpose  institution.  We  have  seen  that  this  was  scarcely  a  huge  success  for  much 
of  the  colonial  period. 

Increasingly,  as  governments  became  more  active,  they  began  with  greater  or 
lesser  eagerness  to  introduce  a  number  of  second-level  differentiated  educational 
institutions.  In  some  cases  these  were  postprimary  but  nonacademic  institutions  set  up 
parallel  to  the  general  secondary  schools,  housed  and  operated  quite  separately.  They 
were  schools  with  a  vocational  or  practical  bias  that  were  intended  to  provide  a 
terminal  education  for  those  who  were  going  immediately  to  a  job.  They  were  of  two 
general  types— teclmical  schools  (agricultural,  industrial,  or  trade  schools),  and  teacher¬ 
training  institutions  for  training  primary  school  teachers. 

The  vast  majority  of  the  imperial  systems  of  education  followed  a  structure  of 
second-level  education  that  could  be  described  as  a  selective  system  organized  around 
two  or  three  types  of  differentiated  institutions  but  offering  very  limited  diversifica¬ 
tion  within  the  separate  institutions.  The  general  academic  secondary  school  had  a 
fixed  and  largely  compulsory  prescribed  curriculum,  with  considerable  academic 
specialization  available  at  the  upper  levels  but  all  with  the  single  goal  of  preparation 
for  the  university.  Admission  to  the  general  secondary  school  was  commonly  by 
examination  at  the  end  of  primary  school;  the  number  admitted  was  far  less  than  those 
who  finished  primary  school.  Likewise,  the  separate  technical  schools  and  teacher- 
training  schools  had  limited  variety  in  their  curricula  for  they  had  very  specialized 
occupational  goals.  In  virtually  all  cases,  the  technical  and  teacher-training  institutions 
were  regarded  both  by  educators  and  by  students  as  less  desirable  alternatives  to  the 
academic,  university-preparatory  institutions.  Indeed,  very  often  the  students  and  even 
the  teachers  in  the  former  institutions  had  failed  to  gain  entrance  to  the  latter. 

A  second  model  of  differentiated  secondary  education  systems  began  to  appear 
in  some  of  the  Asian  and  African  countries  in  the  early  twentieth  century.  In  this 
model  the  technical  schools  adopted  a  larger  component  of  general  education,  some¬ 
what  similar  to  that  of  the  university-preparatory  institutions,  but  it  usually  was 
confined  to  the  first  cycle  in  the  institution  before  the  student  began  to  specialize  in 
technical  or  teacher  education.  This  raised  somewhat  the  academic  level  of  the  parallel 
institutions,  but  they  still  were  usually  sharply  distinguished  from  the  general  aca¬ 
demic  schools.  They  were  designed  to  provide  a  terminal  education  somewhat  more 
advanced  than  in  the  first  model  but  still  not  considered  equivalent  to  the  general 
secondary  school  and  thus  not  leading  to  the  university. 
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In  a  study  of  ninety-three  countries  in  1950  Frank  Bowles  found  that  forty -eight 
countries  still  had  a  system  much  like  that  of  the  first  selective  model  and  that 
till rty -eight  countries  liad  the  second,  modified  form  of  selective  system.  Only  seven 
(the  most  modern  systems)  could  be  said  to  represent  a  third  model,  a  nonselective 
structure  in  wlrich  comprehensive  institutions  providing  both  academic  and  technical 
education  gave  students  a  much  more  diversified  offering  and  much  wider  options  for 
choice  among  the  specialized  programs.  The  United  States  typified  most  fully  the  third 
or  nonselective  model  of  differentiation  and  diversification.  Bowles  and  his  staff  found 
that  in  the  short  space  of  a  decade  after  1950,  the  trend  was  markedly  away  from  the 
first  selective  model  (twenty-seven  instead  of  forty-eight),  somewhat  away  from  the 
modified  selective  model  (twenty-nine  instead  of  thirty-eiglrt),  and  startlingly  toward 
the  nonselective  model  (increased  from  seven  to  thirty -seven). 

Corresponding  to  the  models  at  the  secondary  level  the  structures  of  higher 
education  in  the  vast  majority  of  the  colonial  territories  followed  the  single  purpose 
pattern  of  many  European  universities  rather  than  the  comprehensive  or  multiple 
purpose  model  of  American  universities In  the  former,  teacher  training  for  primary 
school  teachers  and  teclmical  training  are  not  considered  suitable  subjects  for  study  in 
universities,  nor  indeed  is  the  subprofessional  training  for  such  occupations  as  nursing, 
librarianship,  social  work,  accountancy,  journalism,  and  any  number  of  fields  that  have 
been  admitted  to  higher  degree  status  in  the  United  States.  The  principal  task  of  higher 
education  is  to  carry  students  through  a  first  degree  in  the  major  academic  fields; 
research  and  the  advancement  of  knowledge  are  suitable  for  separate  institutes  but  not 
a  major  function  of  the  university  or  college  teacliing  faculty.  This  pattern  has  had  the 
effect  of  restricting  the  fields  of  study  to  a  fairly  limited  scope  in  comparison  with  the 
immensely  diversified  offerings  of  an  American  “multiversity.” 

Despite  the  uncertain  success  of  the  differentiated  and  specialized  efforts  in 
some  territories,  it  is  clear  that  those  underdeveloped  countries  which  did  adopt 
relatively  soon  a  series  of  more  highly  differentiated  educational  institutions  were  the 
countries  which  modernized  most  rapidly.  As  in  the  early  modernizing  countries  of  the 
West,  the  higher  the  level  of  education  the  greater  the  differentiation:  organized 
divisions  or  departments  within  institutions  of  higher  education  became  more  special¬ 
ized,  and  an  increasing  number  of  specialized,  separate  institutions  were  set  up  outside 
the  usual  college  or  university. 

Joseph  P.  Farrell  has  developed  an  interesting  method  of  comparing  nations 
according  to  the  amount  of  structural  differentiation  in  their  educational  systems."^' 
He  has  designed  a  scalogram  by  which  to  rank  a  large  number  of  underdeveloped 
countries  according  to  whether  or  not  their  educational  systems  include  such  differen¬ 
tiated  structures  as:  (1)  a  ministry  of  education  within  the  government  to  which  is 
delegated  overall  administrative  responsibility  and  authority  for  education  in  the 


Frank  Bowles,  Access  to  Higher  Education,  vol.  I,  International  Study  of  University  Admissions, 
UNESCO  and  the  International  Association  of  Universities,  Paris,  1963,  pp.  105-112. 

^^Ibid.,  pp.  73-76. 

Joseph  P.  Farrell,  'The  Structural  Differentiation  of  Developing  Educational  Systems:  a  Latin 
American  Comparison,”  Comparative  Education  Review,  pp.  294-311,  October  1969. 
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country;  (2)  an  inspectorate  within  the  ministry  consisting  of  indigenous  personnel 
whose  function  is  to  observe  conditions  and  seek  to  maintain  the  standards  of 
teaching;  (3)  a  curriculum  agency  charged  with  developing  syllabi  and  material;  (4) 
special  teacher-training  institutes  for  preparing  elementary  school  teachers  and  simi¬ 
larly  for  secondary  school  teachers;  (5)  special  schools  at  the  secondary  level  for 
vocational,  industrial,  and  agricultural  training  for  the  skilled  trades,  crafts,  or  for 
particular  industries;  (6)  special  classes  or  schools  for  preprimary  children  and  for 
handicapped  children;  (7)  a  higher  educational  institution  called  a  university;  and  (8) 
specialized  research  institutes  or  separate  teaching  faculties  for  the  various  physical, 
biological,  or  social  sciences,  and  professional  education.  It  is  clear  that  the  list  could 
be  extended  almost  indefinitely  if  the  attempt  were  made  to  describe  the  specialized 
structures  that  now  characterize  the  most  modern  educational  systems  of  Western 
Europe,  the  United  States,  or  Soviet  Russia. 

But  it  is  also  clear  that  the  underdeveloped  countries  have  far  fewer  such 
structures.  For  example,  among  the  eigliteen  Asian  nations  that  Don  Adams  cites, 
Nepal,  Laos,  Cambodia,  and  Burma  have  the  fewest  of  the  structures  listed  above; 
Japan,  India,  Taiwan,  and  mainland  China  have  the  most; and  Indonesia,  North  Korea, 
Pakistan,  Philippines,  South  Korea,  Thailand,  Ceylon,  Malaya,  Afghanistan, and  Mon¬ 
golia  are  in  between.^^  While  many  questions  remain  to  be  ironed  out  it  is  apparent 
that  there  is  a  general  relation  between  degree  of  structural  differentiation  and  level  of 
modernization  in  education.  It  is  apparent,  too,  that  by  and  large  the  structures 
themselves  are  similar  to  those  which  originated  in  the  countries  of  the  modernizing 
West  when  they  were  solving  their  own  problems  of  educational  development.  These 
structures  have  been  adopted  or  emulated  with  varying  kinds  of  modification  by  the 
underdeveloped  nations  of  the  world,  whether  they  were  subjected  to  imperial  rule  or 
not. 

One  aspect  of  educational  differentiation  which  has  been  remarked  upon  earlier 
remains  to  be  mentioned -the  extent  of  diversification  that  is  available  witliin  a  single 
comprehensive  educational  institution.  Most  commonly  in  recent  years,  tliis  has  been  a 
trend  with  an  American  coloration.  We  have  seen  how  the  American  comprehensive 
liigh  school  attempted  to  bring  witliin  its  scope  a  larger  range  of  studies  aimed  at  a 
wider  spectrum  of  occupational  goals  than  was  common  in  the  second-level  institu¬ 
tions  of  Europe.  In  general,  the  latter  tendency  to  set  up  separate  institutions  to 
achieve  specialized  academic  purposes  and  to  make  each  type  of  postprimary  school 
more  homogeneous  with  respect  to  occupational  goal  also  generally  involved  separa¬ 
tion  of  students  along  social-class  lines.  The  European  model  tended  toward  high 
differentiation  among  specialized  institutions  but  low  diversification  or  variety  of 
educational  programs  within  each  type  of  institution.  The  American  model  tended 
toward  more  comprehensive  institutions  with  greater  diversification  of  offerings, 
greater  variety  of  academic  programs  and  occupational  goals,  and  a  more  hetero¬ 
geneous-range  of  social  classes. 

For  reasons  discussed  earlier  the  educational  institutions  that  the  British  and 
French  transferred  to  their  empires  overseas  were  by  and  large  the  ones  that  had 

^^Don  Adams,  Education  and  Modernization  in  Asia,  Addison-Wesley,  Reading,  Mass.,  1970,  pp. 
183-185. 
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relatively  little  diversification  within  them-the  grammar  schools  and  the  lycees,  and 
eventually  the  university  colleges  and  universities.  This  meant  that  the  colonial  peoples 
acquired  an  educational  taste  for  the  highest  prestige  type  of  academic  education,  for 
they  were  the  only  types  offered  in  the  most  sought  after  institutions.  If  colonial 
students  wanted  diversity  or  variety  of  offering,  say  in  science  or  technology,  they  had 
to  attend  what  were  generally  regarded  as  second-rate  institutions  at  home  or  seek 
such  studies  overseas.  Since  the  mixing  of  heterogeneous  intellectual  and  academic 
interests  was  slower  to  develop  in  the  European  empires  than  in  the  United  States,  the 
quest  for  greater  comprehensiveness  and  greater  diversification  which  has  arisen  in 
many  newly  independent  states  confronts  the  tradition  which  they  inherited  from 
Europe.  The  comprehensive  high  school  and  the  comprehensive  university  ideas  have 
been  debated  and  tried  in  India,  in  Nigeria,  and  in  a  dozen  other  new  states  since  1950. 
It  remains  to  be  seen  how  widespread  the  movement  becomes. 

It  is  likely  that  as  the  growing  demand  for  expansion  of  educational  opportunity 
proceeds  upward  from  the  primary  schools,  as  it  is  bound  to  do,  a  dissatisfaction  with 
the  highly  selective  character  of  the  inherited  European  institutions  will  continue  to 
rise  in  many  parts  of  the  world  in  the  1970s.  The  experience  in  Europe  since  World 
War  II  has  been  that  the  single-purpose,  specialized,  highly  selective  institution  comes 
increasingly  under  fire.  As  the  range  of  student  talents  and  interests  acceptable  for 
development  in  the  schools  is  widened,  the  demand  for  greater  diversification  within 
institutions  is  likely  to  rise.  Where  the  egalitarian  outlook  be^ns  to  criticize  highly 
selective  institutions  as  closed  preserves  for  an  aristocratic  elite,  it  also  begins  to  push 
toward  a  more  comprehensive  institution  freer  of  the  stigma  of  inferiority  on  one  side 
and  the  stigma  of  academic  snobbery  on  the  other.  The  comprehensive  institution  thus 
has  the  advantage  that  selectivity  applies  not  so  much  to  admission  to  the  institution 
itself  but  to  the  variety  of  programs  and  occupational  goals  within  the  institution.  The 
greatest  advantage  of  all  is  the  flexibility  available  to  students  to  change  programs 
appropriate  to  their  talents  and  interests  without  the  trauma  aroused  by  suspicions  ot 
failure.  The  danger  that  faces  a  comprehensive  institution  is  that  in  its  efforts  to  avoid 
the  stigmas  of  failure  for  students  it  fails  to  maintain  the  standards  that  are  required 
for  success  in  the  occupational  fields  for  which  it  professes  to  prepare  students.  This 
problem  grows  ever  more  serious  as  educational  institutions  are  given  greater  respon¬ 
sibility  for  the  task  of  certifying  that  candidates  have  met  minimal  and  objective 
standards  of  competence  upon  which  the  public  can  rely.  Achievement  of  such 
competence  is  a  major  goal  of  students  in  a  modern  educational  system. 


F.  NOT  YET  A  DYAD :  ACHIEVEMENT  THE  PREDOMINANT  MOTIF ; 
THE  LEARNER  A  MINOR  CHORD 

Taking  the  century  of  late  imperialism  as  a  whole  the  influence  of  Western  education 
in  the  Asian  and  African  countries  was  surely  on  the  side  of  allocating  educational 
roles  and  awarding  certification  on  the  basis  of  achievement  rather  than  on  ascribed 
status.  To  be  sure,  some  of  the  early  schools  in  Africa  were  designed  primarily  for  the 
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sons  of  chieftains,  schools  in  India  were  likely  to  cater  to  Brahmins  rather  more  than 
to  any  other  caste,  and  the  prevalence  of  fees  gave  preferment  to  the  more  affluent 
families.  But,  by  and  large,  students  were  selected  on  the  basis  of  merit  as  displayed  by 
their  achievement  rather  than  by  kinship,  lineage,  family,  or  social  class.  The  ascribed 
status  that  Westerners  had  the  most  difficulty  in  overcoming  was  that  of  sex.  They  met 
with  massive  resistance  in  the  effort  to  open  educational  opportunity  to  ^rls.  Nearly 
everywhere  in  all  the  underdeveloped  countries  educational  participation  by  girls  was 
less  than  that  for  boys,  especially  at  the  higher  levels.  Nevertheless,  as  educational 
opportunity  and  rewards  were  assigned  on  tlie  basis  of  achieved  status,  modernity 
overtook  tradition. 

But  achievement  was  quite  narrowly  defined  in  most  colonial  educational 
systems.  By  and  large,  it  was  identified  with  the  passing  of  written  examinations,  and 
it  was  celebrated  with  the  award  of  certificates,  diplomas,  and  degrees.  Most  European- 
oriented  educational  systems  followed  a  model  that  could  be  described  as  limited 
access  systems.  Not  only  was  primary  education  available  to  fewer  than  half  the 
relevant  age  group,  admission  to  secondary  schools  was  based  upon  the  passing  of 
written  entrance  examinations.  Typically,  this  meant  that  well  under  20  percent  of  the 
age  group  was  likely  to  be  selected  for  admission  to  general  academic  secondary 
schools.  Indeed,  in  some  cases  a  whole  series  of  examinations  during  primary  school 
years  would  tend  to  eliminate  most  students  from  even  entering  secondary  school. 

Once  admitted  to  secondary  school,  the  whole  climate  of  teaching  and  learning 
was  supercharged  with  the  leaving  examination  as  the  principal  end  in  view  of  the 
entire  system.  Typically,  those  admitted  would  be  reduced  to  around  10  percent  of 
the  age  group  by  the  end  of  secondary  school,  and  stOl  further  to  less  than  5  percent 
who  would  continue  on  to  university-level  study All  depended  upon  the  pervasive 
written  examinations  from  primary  school  to  a  university  degree.  This  was  achieve¬ 
ment  with  a  vengeance.  Personal  favoritism  played  relatively  little  part  where  the 
external  examinations  led  to  the  British  General  Certificate  of  Education  (G.C.E.)  or 
some  equivalent  certificate.  Excessive  idolatry  of  the  certificate  in  some  societies 
(notably  in  India  and  Pakistan)  sometimes  led  to  strong  pressures  upon  the  readers  to 
hand  out  passing  marks. 

All  this  meant  that  achievement  was  narrowly  limited  to  the  ability  to  acquire 
academic  knowledge  and  repeat  it  in  fairly  standardized  form  on  the  written  pages  of 
the  examinations.  It  meant  too  that  the  curriculum  did  not  change  easily,  because  it 
was  locked  into  the  examination  system,  and  vice  versa.  Abilities  to  achieve  in  other 
ways  than  grasping  written  materials  in  prescribed  books  were  not  easily  honored 
when  all  depended  upon  the  examination  results,  a  period  of  dread  and  trauma  in 
countless  schools  and  families  around  the  world.  Yet  students’  attitudes  tended  to 
rigidify  the  examination  system  even  beyond  the  habits  of  teachers  and  readers. 
Attaining  passing  marks  or  high  marks  became  so  important  that  students  would  not 
stand  for  a  teacher  who  tried  to  go  beyond  the  syllabus  or  around  it  in  order  to  stress 


Bowles,  op.  cit.,  pp.  90-93. 
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what  he  believed  to  be  more  important  or  more  relevant  topics  for  study  and 
discussion. 

The  stress  on  examination  results  along  with  the  tendency  of  students  to  seek 
only  the  high  prestige  (and  high  paying)  jobs  to  which  the  examinations  led  combined 
to  produce  a  widespread  neglect  of  what  in  the  West  was  deemed  to  be  a  learner- 
oriented  education.  Before  1960  very  little  attention  was  exerted  by  imperial  educa¬ 
tion  authorities  to  adapt  education  to  the  developmental  needs  or  interests  of  the 
students-unless  passing  the  examinations  could  be  said  to  be  the  epitome  of  the 
students’  expressed  interests  and  needs.  Even  if  this  be  granted  for  the  few  who  were 
successful  in  achieving  secondary  school  or  university  status,  the  needs  of  90  percent 
outside  the  secondary  schools  or  the  95  percent  outside  the  universities  did  not  loom 
as  a  major  concern  of  the  formal  educational  system.  Only  when  a  broad  access  system 
was  instituted,  as  in  the  United  States  or  Japan,  did  a  learner-oriented  view  begin  to 
gain  headway.  After  1960  this  aspiration  began  to  spread  through  most  of  the 
countries  of  the  world  as  a  cogent  model  of  modernity  in  education. 

A  broad  access  system,  as  defined  by  Bowles,'^  has  the  following  character- 

istics: 


1.  Universal  primary  education:  approximately  95  percent  of  the  age  group 
finishes  primary  school  and  goes  on  to  secondary  schools  without  having  to  pass 
selective  examinations. 

2.  Mass  secondaiy  education:  approximately  90  percent  of  the  age  groups  enters 
and  50  or  more  percent  completes  it. 

3.  Most  secondary  school  students  follow  a  common  curriculum  of  general 
education,  at  least  to  age  fourteen  or  so,  before  they  begin  to  specialize. 

4.  Guidance  and  counseling  services  are  designed  to  help  students  select  among 
parallel  programs  designed  to  stress  (a)  further  academic  preparation  for  higher 
education,  (b)  technical  education  aimed  at  a  job,  or  (c)  further  general  pro¬ 
grams  designed  as  terminal  education. 

5-  Achievement  is  reckoned  by  a  variety  of  measures  of  student  performance- 
marks  on  recitation  in  the  several  classes,  internal  examinations,  daily  or  weekly 
records  of  teachers,  and  the  like.  There  is  no  generally  required  examination  at 
the  end  of  secondary  school  which  automatically  certifies  for  admission  to 
higher  education. 

6.  The  diversified  programs  and  flexible  standards  set  for  different  programs 
attempt  to  provide  for  the  varying  abilities  and  interests  of  a  heterogeneous 
student  body.  A  learner-oriented  goal  distinguishes  this  model  from  the  limited 
access  model. 

7.  Entrance  to  higher  education  is  in  the  hands  of  the  institutions  themselves, 
rather  than  in  those  of  an  external  examining  body.  As  many  as  15  percent  of 
the  age  group,  or  more,  is  likely  to  be  admitted  to  institutions  of  higher 
education. 

8.  Higher  education  becomes  more  diversified,  especially  as  technical  education 
and  teacher  education  are  advanced  from  secondary  to  higher  levels,  and  the 
learner-oriented  ideal  gains  impetus  as  students  have  before  them  a  wider  range 
of  choices  among  many  programs. 
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There  is  no  doubt  that  the  broad  access  ideology  was  gaining  in  virtually  all  parts 
of  the  world  at  the  mid-twentieth  century.  This  did  not  mean,  of  course,  that  it  had 
easy  going.  Traditional  loyalties  would  confine  education  to  certain  ascribed  groups, 
whether  males,  upper  castes,  aristocratic  ruling  families,  or  particular  kinship  groups. 
The  belief  that  girls,  the  lower  classes,  outcaste  groups,  or  “those  backward”  tribal 
peoples  could  not  really  profit  from  education  did  not  die  easily.  The  belief  that 
secondary  and  higher  education,  even  primary  education,  should  be  reserved  for  those 
few  who  could  demonstrate  superior  intellectual  ability  in  the  language  of  instruction, 
especially  as  signified  by  examination  marks,  was  another  tenacious  holdover.  The 
lament  that  lowering  the  barriers  to  admission  would  also  “lower  the  standards”  of 
achievement  could  be  heard  from  seasoned  educators  in  nearly  every  colonial  land.  But 
diversification  and  broader  access  were  on  their  way,  especially  after  independence  was 
achieved  in  the  new  states. 

How  much  the  diversification  was  to  be  consonant  with  an  achievement-oriented 
goal  and  how  much  with  a  learner-oriented  goal  is  difficult  to  determine  v/ithout  more 
research.  By  and  large,  however,  the  principal  impetus  seemed  to  be  coming  from  two 
major  sources-the  outlook  that  the  good  of  the  country  and  the  needs  of  national 
development  in  the  new  states  required  diversification,  and  the  pressures  arising  from 
the  aspirations  and  demands  that  education  be  spread  more  equitably  to  larger  and 
larger  proportions  of  the  population.  In  a  real  sense  the  latter  could  be  looked  upon  as 
responding  to  the  needs  of  learners,  but  it  is  impressive  testimony  to  the  power  of  a 
narrow  view  of  achievement  that  enormous  numbers  of  pupils  drop  out  of  school  in 
the  early  grades  for  causes  that  must  be  related  to  the  fact  that  schooling  is  not  made 
appealing  to  them. 

The  problem  of  wastage  and  stagnation  (two  most  expressive  terms)  was  ram¬ 
pant  in  most  of  the  colonial  countries  as  they  strove  to  modernize  by  attempting  to 
move  toward  universal  primary  education  and  expanded  secondary  education.  Wastage 
meant  that  enormous  numbers  of  children  who  began  school  in  the  first  grade  would 
drop  out  as  early  as  the  second  or  third  grade.  UNESCO  estimates  that  in  Asia  as  a 
whole  as  late  as  the  mid-1960s  as  many  as  60  percent  of  children  who  began  primary 
school  dropped  out  by  the  fifth  grade."^^  In  some  countries  50  to  60  percent  drop  out 
after  the  first  grade  (Burma,  Laos,  Pakistan);  in  others  as  many  as  40  to  50  percent 
drop  out  after  the  second  grade  (India,  Thailand,  and  South  Vietnam).  Stagnation  (the 
repeating  of  a  class  by  cliildren  who  have  failed  it)  is  also  a  widespread  indicator  that 
achievement  of  the  required  knowledge  of  each  grade  level  was  required  before  the 
child  could  advance  to  the  next  grade.  What  achievement  can  mean  in  circumstances  of 
massive  wastage  and  stagnation  can  only  be  imagined.  It  may  mean  that  aspiration  of 
parents  to  educate  their  children  may  be  low,  finances  inadequate,  or  the  hardships  of 
overcrowding  and  poor  physical  facilities  are  great.  It  certainly  means  that  the  quality 
of  teaching  is  exceedingly  poor,  being  in  the  hands  of  enormous  numbers  of  untrained 
and  unqualified  teachers  who  have  all  they  can  do  to  read  the  pages  of  the  textbook  to 
the  children,  let  alone  develop  and  manage  a  learner-oriented  program  of  instruction. 
Achievement-orientation  continued  to  mean  in  vast  areas  of  the  earth  a  “chalk  and 

An  Asian  Model  of  Educational  Development,  UNESCO,  Paris,  1966,  p.  88. 
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talk”  routine  by  the  teacher  foEowed  by  notebook  copying,  verbatim  memorizing,  and 
rote  repeating  of  formula  by  the  pupEs.  Trying  to  develop  a  program  that  would  appeal 
to  chEdren,  enlist  their  enthusiasms,  and  develop  their  varying  talents  as  well  as 
encouraging  achievement  had  only  just  begun  when  the  late  imperial  era  was  dying. 

Even  more  scarce  than  a  learner-oriented  ideal  of  education  during  most  of  the 
imperial  era  was  the  research-mindedness  that  was  becoming  a  trademark  of  educa¬ 
tional  modernization  in  some  of  the  countries  of  the  West.  Perhaps  further  investiga¬ 
tion  wEl  reverse  or  modify  this  judgment,  but  Edward  ShEs  strikes  a  most  significant,  if 
harsh  and  disquieting,  chord  when  he  points  out  that  the  vast  majority  of  coEege  and 
university  teachers  in  India  were  expected  to  be  “cram  masters”  rather  than  inspiring 
teachers: 


Indian  higher  education  was  not  established  for  the  purpose  of  advancing 
the  quest  of  new  truths.  It  was  intended  primarily  to  facEitate  the  inculcation  of 
what  had  already  been  created  or  discovered,  largely  in  other  countries;  it  was 
intended  to  raise  young  men,  and  latterly  young  women,  to  the  level  of 
knowledge  required  for  teaching,  administrative  work,  and  legal  and  medical 
practice.  The  Enghshmen  who  came  out  to  teach  in  India  were  in  the  majority 
very  fine  men  who  were  devoted  to  their  subjects,  to  their  pupils  and  colleges 
and  to  India,  but  they  were  seldom  creative  scholars  or  scientists.  Sir  E.  Denison 
Ross,  Charles  H.  Tawney,  Percival  Spear,  Humphrey  House  and  a  few  others 
were  exceptions  to  the  general  mle.  The  rest  were  diligent  and  conscientious 
pedagogues  who  believed  that  students  had  to  be  prepared  for  examinations 
rather  than  to  become  discoverers  in  their  own  right 

To  a  very  large  degree  ShEs’  analysis  of  the  fate  of  the  achievement  motif  and 
the  research  ideal  may  apply  to  much  of  the  dispersion  of  Western  education  to  the 
rest  of  the  world  under  imperial  aegis.  Insofar  as  this  is  true.  Western  education  by  no 
means  put  its  best  modem  foot  forward.  It  did  help  to  transform  the  traditional 
societies  it  touched  in  the  many  ways  we  have  tried  to  describe,  and  thus  it  did 
stimulate  modernization.  But  it  did  not,  untE  very  late  in  the  era,  apply  to  the  colonial 
peoples  the  vast  inspiriting  elixirs  which  it  was  administering  to  its  homeland  popula¬ 
tions.  It  did  not  try  to  humanize  and  liberalize  the  educative  process  on  the  basis  of 
refined  research  into  the  nature  of  learning  and  of  the  learner.  Nor  did  it  try  to  infuse 
the  humanities  and  the  social  studies  with  a  steady  flow  of  generalizations  and 
evidence  from  the  rapidly  developmg  social  sciences.  In  these  and  countless  other  ways 
the  modern  education  of  the  West  had  helped  to  modernize  the  civilization  of  the 
West,  but  these  generaEy  played  little  part  in  the  colonial  heritage. 

Perhaps  the  most  important  steps  the  West  could  take  to  make  amends  for  this 
gap  in  its  legacy  to  the  peoples  of  Africa  and  Asia  would  be  to  assist  them  in 
developing  educators  with  high-level  research  competence  and  a  research-mindedness 
that  would  lead  to  a  learner-oriented  as  weE  as  to  a  society-oriented  modern  educa¬ 
tion.  No  greater  contribution  could  be  made  in  the  long  run  than  to  establish  research 
teams  that  would  bring  together  scholars  from  countries  that  are  at  different  stages  of 
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modernity  who  could  view  the  interactions  among  cultures  and  societies  from  both 
sides  of  the  equation. 

In  such  a  collegial  process  perhaps  the  provincialisms,  the  ethnocentrisms,  and 
the  particularities  that  have  plagued  the  study  of  international  social  relations  could  be 
overcome  or  at  least  mitigated.  Perhaps  together  they  could  not  only  inquire  into  the 
conditions  required  for  but  also  design  the  outlines  of  an  education  that  would  help  to 
humanize  the  modernization  process  by  paying  greater  attention  to  the  development 
of  the  individual,  and  which  would  at  the  same  time  broaden  the  nation-building 
processes  by  viewing  them  in  international  perspectives.  Nationalism  and  national 
education  were  major  elements  in  the  original  creation  of  modern  civilization.  Western 
educators  now  have  the  opportunity  to  take  the  next  step  and  join  with  colleagues 
from  other  parts  of  the  world  in  helping  to  create  a  postmodern,  globe-encircling 
civilization  for  the  future.  One  of  the  keys  to  this  effort  is  sustained,  cooperative, 
international  inquiry  into  the  role  that  education  might  play  in  a  new  civilization¬ 
building  process,  one  that  replaces  inherited  patterns  of  colonial  rule  and  imperial 
mission  with  the  practices  of  genuine  freedom  and  equality  among  the  peoples  of  the 
world. 

UNESCO’s  International  Commission  on  Educational  Development  has  not  only 
documented  the  ever-widening  gap  between  the  industrialized  and  the  developing 
countries  of  the  world  but  has  argued  that  “it  is  difficult  to  see  how  this  division  can 
ever  be  overcome— quite  the  contrary— without  an  organized,  rational  transfer,  an 
equitable  redistribution,  of  the  scientific  and  technological  stockpile  which  has  accu¬ 
mulated  at  one  pole  of  the  community  of  mankind.  Clearly,  education,  as  the 
mediator  of  knowledge,  has  a  major  role  to  play  here.”^'^ 

Herein  lies  the  major  task  for  international  education  in  the  future.  1  would 
stress  even  more  than  the  Commission  does  the  necessity  for  an  organized,  rational 
transfer  and  an  equitable  redistribution  of  the  educational  as  well  as  the  scientific  and 
technological  stockpiles  that  have  accumulated  in  the  West.  This  does  not  mean  a 
one-way  transplant  of  Western  education;  it  means  the  promotion  of  a  genuinely 
zhtemational  educational  enterprise.  In  another  connection  I  have  described  the  goals 
as  follows: 


What  we  must  do,  somehow,  is  to  form  new  kinds  of  co-operative  associa¬ 
tions  among  the  educational  institutions  of  the  world.  ... 

Today  we  must  avoid  the  attitudes  and  the  mistakes  of  the  “civilizing 
mission”  of  the  past.  We  must  remove  the  alien  church,  the  alien  government, 
the  alien  property  owner,  and  the  ahen  army  from  the  control  of  education  in 
the  modernization  process.  We  must  promote  a  genuinely  co-operative  interna¬ 
tional  education  as  the  best  promise  of  building  the  surest  foundations  for 
freedom  in  the  future.  International  education  should  rely  upon  the  open  and 
free  processes  of  education  for  the  promotion  of  its  ideas,  not  upon  secret 
manipulation,  brute  strength,  or  furtive  seeking  of  power.  It  should  be  under  the 
control  of  the  people  concerned  and  not  directed  from  afar.  International  educa- 

Edgar  Faure  et  al,  Learning  to  Be;  the  World  of  Education  Today  and  Tomorrow,  UNESCO, 
Paris  and  Harrap,  London,  1972,  pp.  49-50. 
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tion  in  the  late  twentieth  century  should  provide  a  two-way  process  by  which 
the  self-determining  peoples  of  the  world  seek  to  modernize  themselves  through 
education,  just  as  Westerners  did  for  themselves  when  they  borrowed  from  each 
other  during  their  period  of  rapid  modernization. . .  . 

At  the  heart  of  any  long-term  engagement  in  international  education  must 
be  the  strengthening  of  the  resources  of  the  world’s  educational  systems  and 
especially  of  the  universities  and  their  constituent  professional  schools  of  educa¬ 
tion.  . . .  These  associated  universities  for  international  educational  development 
represent  the  next  step  beyond  “technical  assistance.”  Their  collaborative  efforts 
to  train  personnel,  exchange  staff  and  students,  develop  educational  materials 
for  use  in  schools  and  universities,  and  conduct  co-operative  research  in  interna¬ 
tional  education  will  mark  the  coming  of  the  “educational  civilization.” 

The  stress  upon  professional  schools  is  particularly  important  because, 
in  a  genuine  sense,  the  major  professions  and  their  professional  schools  lie  at  the 
very  heart  of  modem  forms  of  organization  and  modern  ways  of  life.  If  there  is  a 
single  characteristic  that  distinguishes  a  modern  society  from  a  traditional  soci¬ 
ety,  it  is  a  universal  system  of  education  leading  to  university-level  work  in  the 
arts  and  sciences,  which  are  in  turn  applied  to  the  practical  improvement  of  life 
through  professional  training  and  service.  The  effort  to  “professionalize”  a  tradi¬ 
tional  society  is  the  very  essence  of  the  educational  task  in  the  modernization 
process.  To  succeed  in  this  endeavor,  the  support  of  private  agencies  and  of  the 
governments  and  educational  institutions  of  both  receiving  and  sending  nations 
must  be  enlisted.  And  all  nations  should  take  part  as  both  senders  and  receivers. 
The  one-way  emissary  is  an  echo  of  the  past.  All  nations  now  should  contribute 
their  share  of  two-way  educationaries.  ° 

Freeman  Butts,  “America’s  Role  in  International  Education:  A  Perspective  on  Thirty  Years” 
in  Harold  G.  Shane  (ed.),  The  United  States  and  International  Education,  The  Sixty-eighth 
Yearbook  of  the  National  Society  for  the  Study  of  Education,  part  I,  University  of  Chicago  Press, 
Chicago,  1969,  pp.  39,42, 43. 
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THE  PROMISE 
OF  THE  EDUCATION 
OF  THE  WEST 


All  signs  point  to  the  third  quarter  of  the  twentieth  century  as  a  major 
watershed  in  human  history.  It  was  not  simply  one  of  those  transitional  periods  that 
have  become  the  cliches  of  history  writers.  It  was  a  turning  point  from  which  there 
was  no  turning  back.  It  was  possibly  even  the  beginning  of  the  fourth  great  transforma¬ 
tion  in  the  human  career,  comparable  in  significance  to  the  much  longer  and  slower 
transformations  that  successively  marked  the  evolution  of  Homo  sapiens  himself  and 
his  folk  societies  and  cultures,  the  emergence  of  traditional  civilization,  and  the  rise  of 
modern  civilization.  Hie  incredible  thing  is  that  the  outlines  of  a  next  stage  in  the 
human  career  began  to  take  shape  in  a  relatively  short  period  of  time  in  the  latter  half 
of  the  twentieth  century. 

Lest  this  seem  to  sound  like  an  apocalyptic  intonation,  one  need  only  try  to 
identify  for  himself  the  most  important  date  and  event  in  recent  history.  Is  it  1944  or 
1945  when  the  atom  bomb  was  first  exploded  or  used?  Is  it  the  decade  and  a  half 
beginning  either  with  India’s  freedom  in  1947  or  with  the  Chinese  communist  victory 
in  1949  and  ending  with  the  independence  of  more  than  half  the  nations  of  the  world? 
Is  it  the  late  1 960s  which  saw  the  landing  of  men  on  the  moon  and  communication 
satellites  sending  immediate  sight  as  well  as  sound  around  the  world?  Or  is  it  the  fact 
that  the  12  billion  computations  turned  out  by  the  1,000  computers  in  the  United 
States  every  hour  in  1956  would  become  400  trillion  computations  per  hour  by 
100,000  computers  in  1976? 

Whether  these  or  any  number  of  other  data  are  adduced  to  point  to  the  almost 
incomprehensibly  rapid  changes  of  the  last  quarter  century,  the  point  here  is  that  they 
are  basically  the  result  of  the  application  of  knowledge,  of  science,  of  technology,  and 
of  social  organization  to  practical  affairs  by  the  highly  trained  products  of  Western- 
type  educational  systems.  The  changes  are  so  momentous  that  thoughtful  analysts  and 
predictors  are  beginning  to  say  that  we  are  moving  into  a  form  of  society  which  they 
variously  call  postindustrial  (Daniel  Bell  and  Bertram  Gross),  postmodern  (Peter  F. 
Drucker  and  Amitai  Etzioni),  technetronic  (Zbigniew  Brzezinski),  or  postcivilizational 
(Kenneth  E.  Boulding), 

Whatever  term  may  win  out  in  common  or  technical  usage  in  the  future,  the 
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formative  role  of  modem  Western  education  will  be  recognized  as  having  contributed 
significantly  to  the  technical  and  specialized  intellectual  expertise  that  produced  the 
epoch-making  changes  of  the  third  quarter  of  the  twentieth  century. 

The  question  remained,  however,  concerning  what  direction  the  new  age  would 
take.  Would  modern  civilization,  which  drew  so  much  from  Western  influence,  dis¬ 
integrate,  dissipate,  and  disappear  in  the  pollution,  the  population  explosion,  the 
destructive  weaponry,  the  ethnic,  racial,  and  religious  confrontations,  or  the  national 
rivalries  that  it  had  produced  over  the  past  four  or  five  hundred  years? 

Or  would  modern  civilization  be  able  to  regenerate  itself  and  move  toward  a 
worldwide  civilization  that  could  manage  to  achieve  a  more  just,  humane,  and 
equitable  condition  of  life  for  the  peoples  of  the  world?  Much  depends  upon  the  role 
that  education  plays  in  the  future.  Will  Western  education  become  formalistic,  congeal¬ 
ing,  constricted,  and  isolated  as  education  became  in  the  dispersive  periods  of  Meso¬ 
potamian  and  Egyptian  education?  Will  it  become  classical,  formalistic,  and  imitative 
as  education  did  in  the  dispersive  periods  of  Indian,  Chinese,  and  Hellenistic  times?  Or 
will  it  play  an  innovative,  adaptable,  and  socially  relevant  role  as  it  did  in  the  formative 
periods  of  the  major  civilizations  of  the  past?  The  hopes  of  mankind  ride  in  part  on 
what  part  Western  education  is  to  play  in  the  emergence  of  a  new  civilization  and  what 
form  that  new  civilization  takes.  Simply  to  be  postindustrial,  posturban,  postimperial, 
postcolonial,  or  postmodern  will  not  be  enough.  The  new  civilization  to  be  viable  must 
become  truly  transnational  and  worldwide. 

The  signs  of  the  times  were  there  if  the  educators  of  the  world  could  but  see 
them.  The  trends  toward  an  emerging  world  civilization  have  been  a  long  time  in  the 
making.  The  first  phase  actually  was  the  imperiahsm  of  the  Western  peoples  who  were 
modernizing  themselves  and  in  the  process  carrying  their  impact  around  the  world. 
Few  would  like  to  see  that  process  repeated  or  emulated. 

The  second  phase  came  to  a  head  in  the  disimperialism  of  the  decades  following 
the  second  World  War  when  the  new  states  of  Asia  and  Africa  threw  off  the  imperial 
controls  of  the  West  but  did  so  by  aspiring  to  the  very  nationalistic  and  modernizing 
trends  created  by  the  Western  societies  themselves.  In  spite  of  the  political  fragmenta¬ 
tion  that  has  marked  the  dispersion  of  modern  Western  civilization  and  the  worldwide 
independence  movements,  a  nexus  of  relationships  was  produced  that  began  to  take  on 
the  form  of  a  world  society,  a  world  culture,  and  a  world  education. 

The  signs  of  the  emerging  world  society  were  plentiful  at  mid-twentieth  century. 
Some  called  it  simply  the  international  system;  others  coined  more  exotic  terms  such 
as  sociosphere  to  be  studied  by  xenoology,  the  study  of  foreign  or  international 
systems.  But  the  essence  was  the  growth  of  world-spanning  systems  of  communication 
and  transportation,  worldwide  economic  organizations  for  trade,  business,  industry, 
and  finance,  and  thousands  of  voluntary  nongovernmental  associations  as  well  as  the 
host  of  intergovernmental  organizations  under  the  sponsorship  of  the  United  Nations, 
or  regional  associations,  or  bilateral  or  multilateral  intergovernmental  agreements. 
While  the  rhetoric  of  the  nations  continued  to  sound  the  tocsin  of  independent 
sovereignty,  the  nations  of  the  world,  large  and  small,  most  modern  and  least  modem, 
were  more  interdependent  than  ever. 

Whatever  the  terms  used,  the  traditional  human  social  systems. based  upon  the 
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local,  contiguous  areas  of  common  culture,  language,  and  customs  of  relatively  small 
groups  of  people  were  being  overlaid  with  the  interconnected  networks  or  systems  of 
international  association  that  were  touching  down  in  all  parts  of  the  world,  especially 
in  the  urban  centers.  The  nexus  of  cities  became  the  anchoring  centers  of  dissemina¬ 
tion  for  the  international  network.  The  role  of  urban  centers  as  interlocking  points  of 
cultural  contact  has  long  been  familiar  in  the  ancient  as  well  as  the  modem  empires, 
but  the  extent  of  communication,  the  extent  of  mutual  interchange,  and  the  growth  of 
common  ways  of  acting  and  organizing  were  never  so  great.  Curiously,  the  nation¬ 
building  explosions  that  swept  over  Asia  and  Africa  at  mid-century  simply  accelerated 
the  trend  toward  transnational  interdependence. 

No  matter  which  came  first,  the  emergence  of  a  world  culture  has  paralleled, 
perhaps  even  made  possible,  the  systemness  in  which  the  elements  are  so  inter¬ 
related  that  one  can  speak  of  a  worldwide  system  as  a  whole.  Especially  important  in 
the  emergence  of  a  world  culture  has  been  the  growing  nexus  of  citied  cultures  in 
which  world-oriented  educated  ehtes  have  been  the  key  figures. 

Needless  to  say,  many  of  the  basic  elements  of  the  education  of  the  elites  came 
from  the  modern  education  of  the  West  with  its  growing  stress  upon  secular  and 
scientific  knowledge,  rational,  calculative,  and  scientific  methods  of  thought,  the 
aggressive  application  of  science  and  techology  to  practical  affairs,  the  expanding  role 
of  professional  expertise  resting  upon  experimental  and  theoretical  research,  and  the 
dedication  of  popular  education  to  the  achievement  of  a  more  humane,  egalitarian, 
and  welfare-oriented  society. 

Again,  some  have  referred  to  this  world  culture  as  a  superculture  or  the 
Nobsphere,  a  term  used  by  Pierre  Teilhard  de  Chardin  to  refer  to  the  whole  body  of 
knowledge  and  images  of  cognition  and  values  existing  in  the  combined  minds  of  men. 
At  the  root  of  much  of  this  world  culture  was  not  only  the  global  diffusion  of  modem 
science  and  technology,  but  the  ‘Increasingly  inclusive  and  interdependent  nexus  of 
technical  specialism”  that  has  enabled  invention  and  new  discoveries  in  knowledge  to 
increase  at  a  geometric  rate  of  progression.^  The  prime  channels  of  transnational 
intellectual  institutions  have  been  the  urban  centers  with  their  universities,  profes¬ 
sional  associations,  research  and  development  centers,  communication  media,  and 
publishing  houses,  a  complex  that  has  been  summed  up  in  the  unlovely  term  knowl¬ 
edge  industry.^ 

Again,  whatever  the  term  used,  a  set  of  structures  of  world  education  has 
accompanied  and  helped  to  produce  the  international  systems  of  society  and  culture. 
At  the  heart  of  both  is  the  network  of  formal  education  without  which  the 
Noosphere  or  the  sociosphere  could  not  long  exist.  Kenneth  E.  Boulding  puts  it 
bluntly: 


It  is  a  slightly  terrifying  thought  that  all  human  knowledge  is  lost  appro¬ 
ximately  every  generation  by  the  processes  of  aging  and  death  and  has  to  be 

^Marshall  Hodgson,  “The  Great  Western  Transmutation”  Chicago  Today,  vol.  4,  no.  3,  p.  50, 
Autumn  1967. 

^Fritz  Machlup,  The  Production  and  Distribution  of  Knowledge  in  the  United  States,  Princeton 
University  Press,  Princeton,  N.J.,  1962. 
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replaced  in  new  bodies.  If  this  process  of  transmission  were  interruped  even  for 
thirty  years,  the  human  race  would  revert  probably  to  its  paleolithic  condition, 
or  might  even  become  extinct. ...  the  noosphere  of  the  modern  world  is  so  large 
and  so  complex  that  it  requires  a  large  formal  educational  establishment  to 
transmit  it.  This  establishment,  furthermore,  grows  larger  all  the  time.^ 


And  it  spreads  from  the  more  advanced  societies  to  the  less  developed  societies 
through  the  intergovernmental  agencies  of  UNESCO,  regional  organizations,  foreign 
aid  and  technical  assistance  programs,  and  countless  international  educational  and 
professional  associations. 

The  axial  question  to  be  put  to  the  growing  educational  establishments  of  the 
nations  of  the  world  is  whether  or  not  they  will  contribute  to  the  already  emerging 
world  society  and  world  culture,  or  whether  they  will  be  so  obsessed  with  the 
nation-oriented  and  ecologically  destructive  aspects  of  modern  technological  education 
that  the  coming  of  a  genuinely  human  world  civilization  will  be  delayed  or  obstructed. 
Herein  lies  the  challenge  to  Western  education,  which  has  promoted  both  the  humane 
values  of  enhghtenment,  welfare,  equality,  and  popular  participation,  but  also  has 
provided  the  training,  the  technical  knowledge,  and  the  expertise  that  enabled  the 
wielders  of  massive  industrial  technology  to  threaten  to  make  wastelands  of  much  of 
the  earth’s  lands,  rivers,  seas,  and  cities  in  the  name  of  economic  growth  or  national 
productivity.  And  it  has  been  done  on  such  a  vast  scale  that  all  the  peoples  of  the 
whole  globe  are  involved.  There  is  indeed  no  place  to  hide. 

As  Western  education  continues  in  its  dispersive  phase  will  it  now  be  able  to 
redirect  its  energies  to  the  dissemination  of  a  world  outlook  and  thus  enable  a  viable 
world  civilization  to  be  born,  or  will  its  energies  be  dissipated  among  the  fragmented, 
self-serving,  and  narrowly  conceived  systems  of  150  nation-states  and  thus  disinte¬ 
grate  and  disappear? 

If  one  takes  the  long  view  of  history,  the  answer  of  course  does  not  lie  in  the 
past,  but  the  alternatives  become  clearer.  One  would  hope  that  the  deciders  of  the 
world’s  educational  fate  would  make  the  choices  leading  to  the  coming  of  a  world 
civihzation.  The  human  potentialities  are  certainly  there.  A  race  that  could  achieve  the 
evolutionary  complexities  of  Homo  sapiens  and  then  create  the  vast  spectrum  of  folk 
cultures  and  societies  and  nourish  them  by  becoming  Homo  educans  was  also  able  to 
produce  the  traditional  and  modern  civilizations  which  rely  so  heavily  upon  the 
school.  Thus  man  became  Homo  scholasticus,  finding  his  educational  and  intellectual 
home  primarily  in  the  urban  centers  of  the  world  ever  since  the  cities  of  Sumer  were 
first  organized. 

In  Western  terms  even  the  words  used  to  describe  the  process  go  back  to  the 
Greeks.  The  center  of  the  civilized  life  for  them  was  the  polis,  which  became  a 
metropohs,  a  mother  of  new  cities.  Others  took  the  form  of  cosmopolis,  a  city  to 
which  people  came  from  all  around  the  world.  Modern  civilization  has  gone  beyond 
the  Greeks  and  created  the  megalopolis,  the  vast  agglomerations  of  concentrated 
populations  embracing  30,000,000  people  in  a  concentrated  area. 

^Kenneth  E.  Boulding,  “Education  for  Spaceship  Earth”  Social  Education,  vol.  32,  no.  7,^p.  648, 
November  1968,  a  special  issue  on  “International  Education  for  the  Twenty-First  Century.” 


the  promise  of  the  education  of  the  west 


567 


Now  the  question  is  whether  modern  man  can  take  the  next  step  and  create  a 
world  in  which  the  civilized  urban  way  of  life  will  release  the  creative  energies  of  men 
rather  than  stifle  them.  And  the  Greeks  even  had  the  word  for  that.  The  oiKoviievr] 
(Latinized  to  oecumene)  was  the  term  they  used  to  designate  their  portion  of  the 
inhabited  world  which  they  had  civilized  or  citified  as  opposed  to  the  lands  of  the 
barbarians.  They  spread  their  ecumene,  as  we  have  seen,  by  establishing  colonies  and 
by  governing  Greek  cities  throughout  the  Mediterranean  and  Middle  East.  Since  their 
time  the  nexus  of  citified  cultures  has  spread  around  the  world,  creating  a  kind  of 
ecumenopohs,  or  world  urban  way  of  life.  This  latter-day  process  has  been  greatly 
aided  by  the  worldwide  diffusion  of  the  agencies  of  Western  education,  but  seldom 
with  a  view  of  the  world  as  a  whole  or  with  the  welfare  of  all  the  peoples  of  the  world 
in  mind. 

Here  is  the  challenge  to  the  education  of  the  West  in  the  future.  Can  it  enable 
the  learners  of  the  world~and  their  teachers-to  study  and  understand  the  world  as  a 
whole  and  to  take  their  part  in  it?  Homo  sapiens  was  able  to  transform  himself  into 
Homo  educans  and  into  Homo  scholasticus.  Can  he  transform  himself  into  Homo 
ecumenicusi  Is  this  the  promise  of  the  education  of  the  West? 

I  believe  it  is,  but  only  if  Western  education  can  divest  itself  of  its  own 
ethnocentric  and  narrowly  nationalistic  preoccupations  and  infuse  itself  with  a  world 
orientation  that  seeks  to  enhance  the  best,  not  the  worst,  of  the  modernity  it  has 
helped  to  produce.  Only  then  can  it  be  in  position  to  play  its  role  in  helping 
cooperatively  to  shape  educational  systems  with  other  nations  that  will  enable  both: 

to  move  toward  playing  a  responsible  role  in  the  coming  world  civilization, 
a  civilization  marked  by  increased  reliance  upon  a  scientific-rational  outlook,  by 
the  rational-legal  ordering  of  public  behavior,  by  increased  participation  of  ever 
larger  numbers  of  people  in  public  affairs,  by  the  secular  validation  of  the 
knowledge  upon  which  decisions  in  human  affairs  are  based,  and  by  commit¬ 
ment  to  the  primacy  of  humane  values. 

.  . .  what  comes  after  a  modern  civilization  based  upon  urban  ways  of  life 
cannot  be  a  return  to  a  preurban  or  a  premodern  way  of  life,  nor  indeed  can  it 
be  simply  an  extension  of  a  suburban  or  exurban  way  of  life.  If  there  is  to  be  a 
future  beyond  modern  civilization,  it  must  rest  intrinsically  upon  an  educational 
civilization,  one  in  which  the  institutions  and  the  plans  for  social  change  are 
based  upon  valid  knowledge,  in  which  the  vast  majority  of  people  are  enabled  to 
profit  from  full  educational  opportunity,  in  which  leaders  are  selected  with  due 
regard  for  their  achievement,  including  their  achieved  education,  and  in  which 
the  universal  elements  of  a  rational  education  reach  across  national  boundaries 
and  contribute  to  the  humane  characteristics  of  modernity. 

So  what  should  we  be  doing  in  international  education  in  the  future?  We 
should  be  trying  to  “educationalize”  the  process  of  modernization.  We  should  be 
trying  to  see  to  it  that  this  great  transformation  in  the  human  career  becomes 
more  humane,  more  orderly,  more  peaceful,  and  more  educative  than  it  has  ever 
been  during  the  first  five  hundred  years  of  modernization.  We  should  be  relying 
upon  the  methods  of  education  rather  than  upon  military  conquest,  colonial 
intrusion,  revolutionary  subversion,  authoritarian  compulsion,  economic  exploi¬ 
tation,  religious  conversion,  power  politics,  or  any  of  the  other  means  by  which 
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the  advanced  nations  of  the  West-or  the  East-have  tried  to  modernize  the  less 
advanced  nations  of  the  world. .  .  . 

To  repeat,  we  should  be  trying  to  strengthen  the  educational  potential  of 
the  nations  of  the  world  so  that  they  can  achieve  for  themselves  a  unified  and 
sturdy  nationhood,  a  satisfying  modernity,  a  genuine  freedom,  and  a  viable 
civilization."^ 

But  that  is  only  half  the  promise.  At  one  and  the  same  time  an  internationalized 
Western  education  must  be  promoting  not  only  national  and  cultural  diversity  but  also 
a  loyalty  to  the  welfare  of  the  world  itself.  Barbara  Ward  and  Rene  Dubos  posed  the 
challenge  to  the  United  Nations  Conference  on  the  Human  Environment: 

...  to  devise  patterns  of  collective  behavior  compatible  with  the  continued 
flowering  of  civilizations. 

It  is  deliberately  that,  in  the  last  paragraph,  we  have  used  the  word 
civilizations  in  the  plural  Just  as  individual  human  beings  differ  in  their  life  and 
aspirations,  so  do  social  groups. . .  .  There  are  possibilities  within  the  human 
environment  for  many  different  kinds  of  surroundings  and  ways  of  life.  ...  of 
developing  the  distinctive  genius  of  each  place,  each  social  group,  and  each 
person— in  other  words  of  cultivating  individuality.  .  .  .  The  emotional  attach¬ 
ment  to  our  prized  diversity  need  not  interfere  with  our  attempts  to  develop  the 
global  state  of  mind  which  will  generate  a  rational  loyalty  to  the  planet  as  a 
whole.  As  we  enter  the  global  phase  of  human  evolution  it  becomes  obvious  that 
each  man  has  two  countries,  his  own  and  the  planet  Earth. ^ 

.  . .  From  family  to  clan,  from  clan  to  nation,  from  nation  to  federation-such 
enlargements  of  allegiance  have  occurred  without  wiping  out  the  earlier  loves. 
Today,  in  human  society,  we  can  perhaps  hope  to  survive  in  all  our  prized 
diversity  provided  we  can  achieve  an  ultimate  loyalty  to  our  single,  beautiful, 
and  vulnerable  planet  Earth.^ 

Helping  to  achieve  these  dual  loyalties  is  the  fundamental  role  that  the  education 
of  the  West  must  now  play  and  the  promise  it  must  keep  for  the  future. 

"^Butts,  op.  cit.,  pp.  4445. 

^Barbara  Ward  and  Rene  Dubos,  Only  One  Earth;  the  Care  and  Maintenance  of  a  Small  Planet, 
Norton,  New  York,  1972,  p.  xviii. 

^Ibid.,  p.  220. 
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In  the  notes  that  follow  I  have  not  listed  all  the  sources  I  have  used  in  this  book 
or  have  I  compiled  a  reference  bibliography  for  the  research  scholar.  Instead,  I  have 
led  to  provide  a  handy  guide  to  recent  books  in  English  (many  of  which  have  been 
ublished  or  reissued  in  paperback  since  1960)  that  are  readable,  available,  and  related 
)  the  major  themes  of  traditional  and  modern  civilization  building.  I  have  therefore 
ot  included  much  of  value  to  the  history  of  education  in  older,  monographic, 
sriodical,  unpublished,  or  textbook  sources.  I  have,  however,  concentrated  on  works 
f  serious  scholarship  which  are  based  upon  primary  source  materials,  which  range 
:ross  the  social  sciences,  humanities,  history,  and  education,  and  which  stress  the 
meral  ideas  that  lead  to  seasoned  judgments  of  interpretation  and  policy. 


PREFACE 

evisionism  in  Historical  Writing  Several  volumes  that  point  to  the  need  for  reinter- 
retation  in  history  are:  Werner  Cahnman  and  Alvin  Boskoff  (eds.),  Sociology  and 
istory:  Theory  and  Research,  Free  Press,  New  York,  1964;  John  Higham  et  aL, 
istory,  Prentice-Hall,  Englewood  Cliffs,  N.J.,  1965;  John  Higham  (ed.),  The  Recon- 
ruction  of  American  History,  Harper  Torchbooks,  New  York,  1962;  and  Edward  N. 
iveth  (ed.),  American  History  and  the  Social  Sciences,  Free  Press,  New  York,  1964. 
nfortunately,  these  volumes  pay  little  or  no  attention  to  the  history  of  education, 
ne  symposium  that  does  is  ‘‘Historical  Studies  Today,”  Daedalus,  voi.  100,  no.  1, 
^inter,  1971.  In  this  publication  John  E.  Talbott  deals  with  the  history  of  education. 

The  case  for  revisionism  in  the  history  of  American  education  was  set  forth  in 
le  early  1960s:  by  Bernard  Bailyn  in  his  Education  in  the  Forming  of  American 
?ciety,  University  of  North  Carolina  Press,  Chapel  Hill,  I960;  in  a  series  of  articles  on 
iucation  and  American  history  in  Harvard  Educational  Review,  vol.  31,  Spring,  1961; 
/■  Lawrence  A.  Cremin,  The  Wonderful  World  of  Ellwood  Patterson  Cuhberley:  An 
•isay  on  the  Historiography  of  American  Education,  Bureau  of  Publications,  Teachers 
ollege,  New  York,  1965;  and  by  William  W.  Brickman,  “Revisionism  and  the  Study 
I  the  History  of  Education,”  History  of  Education  Quarterly,  vol.  4,  no.  4,  pp. 
D9-233,  December  1964. 

The  scholarly  revisionists  argued  that  the  writing  of  educational  history  had  been 
)0  narrowly  professional  and  institutional,  too  parochial,  too  anachronistic,  and  too 
^angehstic  in  its  approach.  Predictably,  the  revisionists  themselves  were  soon  to  be 
svised  by  a  more  radical  approach.  See,  for  example,  Michael  B.  Katz,  Class,  Bureau- 
acy,  and  the  Schools:  The  Illusion  of  Educational  Change  in  America,  Praeger,  New 
ork,  1971  and  Colin  Greer,  The  Great  School  Legend;  a  Revisionist  In  terpretation  of 
merican  Public  Education,  Basic  Books,  New  York,  1972,  Still  more  radical  were 
lose  critics  who  found  organized  education  itself  a  socially  and  personally  injurious 
stitution.  Among  these  were:  Ivan  Illich,  Deschooling  Society,  Harper  &  Row,  New 
ork,  1970;  Paulo  Freire,  Pedagogy  of  the  Oppressed,  Herder  and  Herder,  New  York, 
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1970;  and  Everett  Reimer,  School  Is  Dead:  Alternatives  in  Education,  Doubleday 
Garden  City,  N.Y.,  1 971.  In  any  case,  neither  the  scholarly  revisionists  nor  the  radical 
revisionists  stressed  the  international  elements  that  I  believe  are  most  demanding  of 
reinterpretation  in  the  history  of  education-the  world  situation  following  World  War 
n,  the  crises  in  modern  civilization,  the  need  for  comparative  study  of  the  intercon¬ 
nected  civilizations  of  the  world,  and  an  awareness  of  the  major  directions  of  world¬ 
wide  social  change  toward  modernization. 

The  Modernization  Process  The  most  important  single  volume  on  the  modernization 
process  in  historical  perspective  is  C.  E.  Black,  The  Dynamics  of  Modernization;  a 
Study  in  Comparative  History,  Harper  &.  Row,  New  York,  1966.  It  contains  a  useful 
and  selective  guide  to  the  rapidly  expanding  bibliography  on  this  subject.  The  impor¬ 
tance  of  this  subject  is  indicated  by  the  2,500  items  listed  in  John  Erode,  The  Process 
of  Modernization;  an  Annotated  Bibliography  on  the  Sociocultural  Aspects  of  Devel¬ 
opment,  Harvard  University  Press,  Cambridge,  Mass.,  1969.  In  addition  to  Black,  I 
have  found  the  most  useful  books  on  modernization  to  be:  Gabriel  A.  Almond  and 
James  S.  Coleman  (eds.),  The  Politics  of  the  Developing  Areas,  Princeton  University 
Press,  Princeton,  N.J.,  1960;  Gabriel  A.  Almond  and  G.  Bingham  Powell,  Jr.,  Compara¬ 
tive  Politics;  a  Developmental  Approach,  Little,  Brown,  Boston,  1966;  Clifford  Geertz 
(ed.),  Old  Societies  and  New  States;  the  Quest  for  Modernity  in  Asia  and  Africa,  Free 
Press,  New  York,  1963;  Samuel  P.  Huntington,  Political  Order  in  Changing  Societies, 
Yale  University  Press,  New  Haven,  Conn.,  1968;  Guy  Hunter,  Modernizing  Peasant 
Societies;  a  Comparative  Study  in  Asia  and  Africa,  Oxford  University  Press,  New  York, 
1 969;  Daniel  Lerner,  The  Passing  of  Traditional  Society:  Modernizing  the  Middle  East, 
Free  Press,  New  York,  1958;  Marion  Levy,  Jr.,  Modernization  and  the  Structure  of 
Societies,  2  vols.,  Princeton  University  Press,  Princeton,  N.J.,  1966;  Robert  A.  Nisbet, 
Social  Change  and  History;  Aspects  of  the  Western  Theory  of  Development,  Oxford 
University  Press,  New  York,  1969;  Talcott  Parsons,  The  Systems  of  Modern  Societies, 
Prentice-Hall,  Englewood  Cliffs,  N.J.,  1971 ;  Lucian  W.  Pye,  Politics,  Personality,  and 
Nation-Building:  Burma's  Search  for  Identity,  Yale  University  Press,  New  Haven, 
Conn.,  1962;  Dankwart  Rustow,  A  World  of  Nations:  The  Dynamics  of  Modem 
Politics,  Brookings  Institution,  Washington,  D.C.,  1967;  Edward  A.  Shils,  Political 
Development  in  the  New  States,  Mouton,  The  Hague,  1965;  Myron  Weiner  (ed.), 
Modernization:  The  Dynamics  of  Growth,  Basic  Books,  New  York,  1966;  and  Kalmen 
H.  Silvert  (ed.).  Expectant  Peoples;  Nationalism  and  Development,  Random  House, 
New  York,  1963. 

Comparative  History  As  Black’s  book  reveals,  study  of  the  modernization  process 
has  stimulated  attention  to  comparative  history.  Significant  comparative  studies  have 
recently  been  made  of  such  basic  institutions  or  social  processes  as  feudalism,  bureau¬ 
cracy,  urbanization,  population,  elites,  slavery,  imperialism,  and  colonialism.  Exam¬ 
ples  of  these  are  listed  at  appropriate  places  in  the  following  text.  Ways  in  which 
American  history  can  be  put  into  a  worldwide  context  are  suggested  in  C.  Vann 
Woodward  (ed.),  The  Comparative  Approach  to  American  History,  Basic  Books,  New 
York,  1968.  Several  periodicals  provide  a  continuing  source  for  pursuing  comparative 
history  themes.  I  have  found  the  most  useful  to  be:  Comparative  Studies  in  Society 
and  History,  published  by  the  Cambridge  University  Press;  the  Journal  of  Interdisci¬ 
plinary  History,  published  by  the  Massachusetts  Institute  of  Technology  Press;  World 
Politics,  published  by  the  Center  for  International  Studies,  Princeton  University;  the 
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History  of  Education  Quarterly,  published  by  the  History  of  Education  Society  in 
cooperation  with  the  School  of  Education,  New  York  University;  and  the  Comparative 
Education  Review,  published  by  the  Comparative  and  International  Education  Society 
and  the  University  of  Wisconsin. 


World  History  The  trend  toward  using  world  history  to  redress  the  limitations  of 
American-centered  or  European-centered  history  accelerated  markedly  in  the  1960s.  A 
landmark  of  interpretative  writing,  synthesis,  and  generalization  in  this  genre  is  William 
H.  McNeill,  The  Rise  of  the  West;  a  History  of  the  Human  Community,  University  of 
Chicago  Press,  Chicago,  1963.  Another  outstanding  example  is  R.  R.  Palmer  and  Joel 
Colton,  A  History  of  the  Modern  World,  Knopf,  New  York,  which  had  gone  through 
four  revisions  by  1971.  These  two  single-volume  histories,  along  with  C.  E.  Black,  The 
Dynamics  of  Modernization,  cited  above,  might  well  be  used  together  to  provide  the 
basic  world  context  from  which  to  view  the  history  of  the  education  of  the  West. 
Pinpointed  upon  particular  problems,  but  vast  in  their  worldwide  compass  are  such 
studies  as:  Lewis  Mumford,  The  City  in  History,  Its  Origins,  Its  Transformations,  and 
Its  Prospects,  Harcourt,  Brace  &  World,  New  York,  1961 ;  and  D.  V.  Glass  and  D.  E.  C. 
Eversley  (eds.),  Population  in  History;  Essays  in  Historical  Demography,  E.  Arnold, 
London,  1965. 


Anthologies  of  Readings  in  the  History  of  Education  Collections  of  readings  pertain¬ 
ing  to  the  history  of  education  have  experienced  a  recent  burst  of  interest.  Some  of 
these  collections  deal  primarily  with  Western  education:  Paul  Nash  Models  of 
Man,  Explorations  in  the  Western  Educational  Tradition,  Whey,  New  York,  1968; 
Frederick  M.  Binder  (ed.),  Education  in  the  History  of  Western  Civilization:  Selected 
Readings,  Macmillan,  New  York,  1970;D.  W.  Educational  Documents, 

800-1816,  Barnes  &  Noble,  New  York,  1970.  Two  older  collections  have  been 
reissued:  Robert  Ulich  (ed.),  Three  Thousand  Years  of  Educational  Wisdom:  Selec¬ 
tions  from  Great  Documents,  2d  ed.,  Harvard  University  Press,  Cambridge,  Mass., 
1971,  and  Robert  R.  Rusk,  The  Doctrines  of  the  Great  Educators,  3d  ed.,  St.  Martin’s, 
New  York,  1965.  The  Burgess  Publishing  Co.,  Minneapolis,  Minn.,  has  published  sev¬ 
eral  such  volumes,  including:  Donna  R.  Barnes  (ed.),  For  Court,  Manor,  and  Church: 
Education  in  Medieval  Europe,  1971;  John  Hardin  Best  (ed.),  The  Revolution  of 
Reason  and  Nature:  Education  in  the  Eighteenth  Century  (in  preparation);  J.  J. 
Chambliss  (ed.),  Enlightenment  and  Social  Progress:  Education  in  the  Nineteenth 
Century,  1971;  J.  J.  Chambliss  (ed.).  Nobility,  Tragedy,  and  Naturalism;  Education  in 
Ancient  Greece,  \91\, 

Recent  collections  that  focus  upon  the  history  of  American  education  are:  John 
Hardin  Best  and  Robert  T.  Sidwell  (eds.),^  The  American  Legacy  of  Learning;  Readings 
in  the  History  of  Education,  Lippincott,  Philadelphia,  1967;  Carl  H.  Gross  and  Charles 
C.  Chandler  (eds.),  The  History  of  American  Education  Through  Readings,  Heath, 
Boston,  1964;  Richard  Hofstadter  and  Wilson  Smith  (eds.),  American  Higher  Educa¬ 
tion;  a  Documentary  History,  2  vols..  University  of  Chicago  Press,  Chicago,  1961;  S. 
Alexander  Rippa  (ed.),  Educational  Ideas  in  America;  a  Documentary  History,  McKay, 
New  York,  1969;  David  B.  Tyack  (ed.),  Turning  Points  in  American  Educational 
History,  Blaisdell,  Waltham,  Mass.,  1967;  and  Gerald  Gutek  (ed.),  An  Historical 
Introduction  to  American  Education,  Crowell,  New  York,  1970. 
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Republished  Materials  Especially  useful  for  their  up-to-date,  interpretive  essays  are 
the  paper  Classics  in  Education  edited  by  Lawrence  A.  Cremin  and  published  by 
the  Teachers  College  Press,  New  York.  These  are  listed  at  relevant  points  in  the  notes 
that  follow.  Cremin  also  acted  as  advisory  editor  for  two  series  of  books  republished  in 
1970  and  1971  by  Arno  Press,  a  company  of  The  New  York  Times.  Entitled  American 
Education,  Its  Men,  Ideas,  and  Institutions,  these  161  volumes  collectively  represent 
much  of  the  earlier  scholarship  upon  which  the  history  of  American  education  has 
rested.  Two  volumes  with  a  unique  international  flair  deal  with  foreign  views  of 
education.  One  of  these  books  portrays  the  Europeans  attitudes  about  American 
education  and  vice  versa  during  the  nineteenth  century:  Stewart  E.  Fraser  and  William 
W.  Brickman  (eds.),  A  History  of  International  and  Comparative  Education;  Nine¬ 
teenth  Century  Documents,  Scott,  Foresman,  Glenview,  Ill.,  1968.  The  other  volume 
deals  with  foreign  views  of  American  education  in  the  twentieth  century:  Stewart  E. 
Fraser  (ed.),  American  Education  in  Foreign  Perspectives;  Twentieth  Century  Essays, 
Wiley,  New  York,  1969. 

Recent  General  Volumes  on  the  History  of  Western  Education  Two  volumes  that 
contain  essays  principally  by  a  younger  generation  of  educational  historians,  and  that 
are  devoted  to  a  historical  treatment  of  education  in  the  West  are:  Paul  Nash,  Andreas 
M.  Kazamias,  and  Henry  J.  Perkinson  (eds,).  The  Educated  Man;  Studies  in  the  History 
of  Educational  Thought,  Wiley,  New  York,  1965;  and  Paul  Nash  (ed.),  i/wtory  and 
Education;  the  Educational  Uses  of  the  Past,  Random  House,  New  York,  1970.  The 
latter  includes  British  as  well  as  American  authors. 

In  general,  there  has  been  a  revival  of  pubHshing  interest  in  the  history  of 
Western  education  in  recent  years.  See  the  discerning  and  critical  ‘‘Review  Essay,  In 
Search  of  Structure  and  Significance,”  Educational  Studies;  a  Journal  of  Book  Reviews 
in  the  Foundations  of  Education,  vol.  2,  nos.  3  and  4,  pp.  55-59,  Fall-Winter,  1971. 
Among  the  more  useful  of  the  recent  single-volume  histories  are:  Edward  J.  Power, 
Main  Currents  in  the  History  of  Education,  rev.  ed.,  McGraw-Hill,  New  York,  1970; 
Gerald  L.  Gutek,  A  History  of  the  Western  Educational  Experience,  Random  House, 
New  York,  1972;  and  Christopher  J.  Lucas,  Our  Western  Educational  Heritage, 
Macmillan,  New  York,  1972.  A  three-volume  History  of  Western  Education  is  being 
written  by  James  Bowen;  the  first  volume  is  entitled  The  Ancient  World,  St.  Martin’s, 
New  York,  1972. 

In  the  review  essay  cited  above  Christopher  Lucas  says  “there  is  always  a 
pedagogical  need  to  pull  things  together,  to  organize  and  present  the  material  as  a 
reasonably  coherent  whole.  This  requirement  is  especially  acute  in  the  history  of 
education.”  It  is  to  meet  such  a  need  that  this  book  has  stressed  “organizing  structure” 
and  “interpretive  scheme”  based  upon  “sophisticated  historiographical  canons.” 

CHAPTER  I. 

A  CONCEPTUAL  FRAMEWORK  FOR  STUDYING  EDUCATION  IN  HISTORY 

Theory  of  History  For  a  comparison  of  recent  studies  of  cyclical  theories  and 
evolutionary  theories  of  grand  design  in  history,  see:  Frank  E.  Manuel,  Shapes  of 
Philosophical  History,  Stanford  University  Press,  Stanford,  Calif.,  1965;  Werner  J. 
Cahnman  and  Alvin  Boskoff  (eds.),  Sociology  and  History:  Theory  and  Research,  Free 
Press,  New  York,  1964;  Robert  A.  Nisbet,  The  Sociological  Tradition,  Basic  Books, 
New  York,  1967;  and  Marvin  Harris,  The  Rise  of  Anthropological  Theory:  A  History  of 
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Theories  of  Culture,  Thomas  Y.  Crowell,  New  York,  1968.  For  a  variety  of  approaches 
to  history  as  descriptive  narration,  see:  John  Higham  et  ai.  (eds.),  History,  Prentice- 
Hall,  Englewood  Cliffs,  N.J.,  1965;  Edward  N.  Saveth  {td.),  American  History  and  the 
Social  Sciences,  Free  Press,  New  York,  1964;  and  Trygve  Tholfsen,  Historical  Think¬ 
ing,  Harper  &  Row,  New  York,  1967. 

The  Civilization-Building  Process  For  the  newer  empirical  foundations  of  the  civiliza¬ 
tion-building  process  as  formulated  by  archaeologists,  anthropologists,  and  sociolo¬ 
gists,  see:  Werner  J.  Cahnman,  “The  Rise  of  Civilization  as  a  Paradigm  of  Social 
Change,”  in  Werner  J.  Cahnman  and  Alvin  Boskoff  (eds.),  Sociology  and  History: 
Theory  and  Research,  Free  Press,  New  York,  1964,  pp.  537-559;  Robert  McC.  Adams, 
The  Evolution  of  Urban  Society;  Early  Mesopotamia  and Prehispanic  Mexico,  Aldine, 
Chicago,  1966;  Robert  J.  Braidwood  and  Gordon  R.  Willey  (eds.),  Courses  Toward 
Urban  Life:  Archaeological  Considerations  of  Some  Cultural  Alternates,  Aldine,  Chica¬ 
go,  1962;  V-  Gordon  Childe,  What  Happened  in  History,  Penguin,  Baltimore,  1961 ;  V. 
Gordon  Childe,  Man  Makes  Himself,  Mentor,  New  York,  1955;  Grahame  Clark,  World 
Prehistory;  an  Outline,  2d  ed.,  Cambridge  University  Press,  London,  1969;  Glyn  E. 
Daniel,  The  Three  Ages;  an  Essay  in  Archaeological  Method,  Cambridge  University 
Press,  London,  1963;  E.  E.  Evans-Prit chard.  Anthropology  and  History,  Manchester 
University  Press,  Manchester,  England,  1961;  Morton  Fried,  The  Evolution  of  Political 
Society;  an  Essay  in  Political  Anthropology,  Random  House,  New  York,  1967;  A.  L. 
Kroeber,  An  Anthropologist  Looks  at  History,  University  of  California  Press,  Berkeley 
and  Los  Angeles,  1963;  Alexander  Marshack,  The  Roots  of  Civilization;  the  Cognitive 
Beginnings  of  Man’s  First  Art,  Symbol  and  Notation,  McGraw-Hill,  New  York,  1972; 
Talcott  Parsons,  Societies;  Evolutionary  and  Comparative  Perspectives,  Prentice-Hall, 
Englewood  Cliffs,  N.J.,  1966;  Stuart  Piggott  (ed.).  The  Dawn  of  Civilization,  McGraw- 
Hill,  New  York,  1961;  Robert  Redfield,  The  Primitive  World  and  Its  Transformation, 
Cornell  University  Press,  Ithaca,  N.Y.,  1953;  Margaret  Redfield  (ed.).  Human  Nature 
and  the  Study  of  Society;  the  Papers  of  Robert  Redfield,  University  of  Chicago  Press, 
Chicago,  1962,  vol.  1;  Darcy  Ribiero,  The  Civilizational  Process,  The  Smithsonian 
Institution,  Washington,  D.C.,  1968;  Julian  H.  Steward,  Theory  of  Culture  Change;  the 
Methodology  of  Multilinear  Evolution,  University  of  Illinois  Press,  Urbana,  Ill.,  1963; 
and  Colin  Renfrew,  The  Emergence  of  Civilisation;  the  Cyclades  and  the  Aegean  in  the 
Third  Millenium  B.C.,  Methuen,  London,  1972. 

Historians  who  approach  civilization  building  with  more  attention  to  intellectual 
or  religious  ingredients  than  is  common  among  empirically  minded  social  scientists  are: 
Rushton  Coulbourn,  The  Origins  of  Civilized  Societies,  Princeton  University  Press, 
Princeton,  N.J.,  1959;  Carroll  Quigley,  The  Evolution  of  Civilizations;  an  Introduction 
to  Historical  Analysis,  Macmillan,  New  York,  1961;  Lewis  Mumford,  The  Transforma¬ 
tions  of  Man,  Collier  Books,  New  York,  1962;  Jacquetta  Hawkes  and  Sir  Leonard 
Woolley,  Prehistory  and  the  Beginnings  of  Civilization,  Harper  &  Row,  New  York, 
1963;  and  D.  C.  Somervell’s  abridgement  of  Arnold  J.  Toynbee,  A  Study  of  History,  2 
vols.,  Oxford  University  Press,  New  York,  1947. 

CHAPTER  H. 

MANKIND’S  PASSAGE  TO  CIVILIZATION- AND  TO  SCHOOL 
(3500  B.C.-500  B.C.) 

Many  of  the  references  cited  for  the  civilization-budding  process  in  Chapter  1  deal 
with  the  origins  of  civilization  in  Mesopotamia  and  Egypt,  particularly  Adams,  Childe, 
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Piggott,  and  Hawkes  and  Woolley.  I  know  of  no  book  devoted  entirely  to  education 
for  either  civilization. 

Mesopotafnian  Civilization  For  Mesopotamia  the  most  readable  general  interpreta¬ 
tions  bearing  on  education  are  Samuel  Noah  Kramer,  The  Sumerians:  Their  History, 
Culture,  and  Character,  University  of  Chicago  Press,  Chicago,  1963  and  A.  Leo 
Oppenheim,  Ancient  Mesopotamia;  Portrait  of  a  Dead  Civilization,  University  of 
Chicago  Press,  Chicago,  1964.  Somewhat  older  but  still  seminal  works  are;  Henri 
Frankfort,  The  Birth  of  Civilization  in  the  Middle  East,  Anchor,  New  York,  1956; 
Robert  J.  Braidwood,  The  Near  East  and  the  Foundations  of  Civilization,  University  of 
Oregon  Press,  Eugene,  Ore.,  1952;  and  Carl  H.  Kroeling  and  Robert  McC.  Adams 
(eds-),  The  City  Invincible:  A  Symposium  on  Urbanization  and  Cultural  Development 
in  the  Ancient  Near  East,  University  of  Chicago  Press,  Chicago,  1958. 

Origins  of  Writing  Two  extremely  useful  books  for  the  origins  of  writing  and  literacy 
are  1.  J.  Gelb,  A  Study  of  Writing,  University  of  Chicago  Press,  Chicago  .1952 
(Phoenix  edition,  1963)  and  Jack  Goody  (ed.),  Literacy  in  Traditional  Societies, 
Cambridge  University  Press,  London,  1968.  A  recent  work  that  illuminates  the  earliest 
literary  uses  to  which  writing  was  put  is  William  H.  McNeill  and  Jean  W.  Sedlar  (eds.), 
Readings  in  World  History,  vol.  1,  The  Origins  of  Civilization,  and  vol.  2,  The  Ancient 
Near  East,  Oxford  University  Press,  New  York,  1968. 

Egyptian  Civilization  John  A.  Wilson,  The  Culture  of  Ancient  Egypt,  University  of 
Chicago  Press,  Chicago,  1961  (Phoenix  edition,  1965),  does  for  the  Egyptians  what 
Kramer  does  for  the  Sumerians.  Insights  into  the  nature  of  Egyptian  education  can 
also  be  obtained  by  perusal  of  James  B.  Pritchard  (ed.).  Ancient  Near  Eastern  Texts 
Relating  to  the  Old  Testament,  3d.  rev.  ed.  Princeton  University  Press,  Princeton,  N.J., 
1969  and  Adolf  Erman,  The  Literature  of  the  Ancient  Egyptians;  Poems,  Narratives, 
and  Manuals  of  Instruction,  from  the  Third  and  Second  Millenia,  B.C.,  translated  by 
Aylward  M.  Blackman,  Methuen,  London,  1927. 

Indian  Civilization  Useful  single  volumes  about  Indian  history  are:  A.  L.  Basham, 
The  Wonder  That  Was  India;  a  Survey  of  the  Culture  of  the  Indian  Sub-continent 
Before  the  Coming  of  the  Muslims,  Grove  Press,  New  York,  1959;  H.  G.  Rawhnson, 
India:  A  Short  Cultural  History,  Praeger,  New  York,  1965;  and  R.  C.  Majumdar  et  al, 
An  Advanced  History  of  India,  rev.  ed.,  Macmillan,  London,  1965.  R.  K.  Mookeiji, 
Ancient  Indian  Education:  Brahmanical  and  Buddhist,  Macmillan,  London,  1947  is  a 
voluminous  portrayal  of  education  as  contained  in  Vedic,  Sutra,  and  Buddhist  litera¬ 
ture.  It  therefore  has  little  chronology.  Some  attention  is  given  to  chronology  in  A.  S. 
Altekar,  Education  in  Ancient  India,  3d  ed.  Nand  Kishore,  Benares,  India,  1948. 
Collections  of  Indian  literature  are  contained  in  William  Theodore  de  Bary  (ed.), 
Sources  of  Indian  Tradition,  2  vols,,  Columbia  University  Press,  New  York,  1958  and 
in  William  H.  McNeill  and  Jean  Sedlar  (eds.),  Classical  India,  Oxford  University  Press, 
New  York,  1969. 

Chinese  Civilization  The  best  general  history  of  early  China  in  its  bearings  on 
education  is  Edwin  0.  Reischauer  and  John  K.  Fairbank,  A  History  of  East  Asian 
Civilization,  vol.  1.,  East  Asia:  The  Great  Tradition,  Houghton  Mifflin,  Boston,  1965. 
Useful  one-volume  standbys  are:  L.  Carrington  Goodrich,  A  Short  History  of  the 
Chinese  People,  3d  ed..  Harper  &  Row,  New  York,  1959;  C.  P.  Fitzgerald,  China:  a 
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Short  Cultural  History,  Praeger,  New  York,  1953;  Derk  Bodde,  China's  Cultural 
Tradition,  Rinehart,  1959;  and  John  K.  Fairbank  (ed.),  Chinese  Thought  and  Institu¬ 
tions,  University  of  Chicago  Press,  Chicago,  1957.  William  Theodore  de  Bary  (ed.), 
Sources  of  Chinese  Tradition,  2  vols.,  Columbia  University  Press,  New  York,  1960  and 
William  H.  McNeill  and  Jean  Sedlar  (eds.),  Classical  China,  Oxford  University  Press, 
New  York,  1970  make  available  some  of  the  Chinese  literary  classics  which  formed  the 
basis  of  school  curriculum  and  examination.  Joseph  Needham’s  massive  multivolume 
study  of  Science  and  Civilization  in  China,  Cambridge  University  Press,  London, 
1954-1971  gives  quite  a  different  picture  of  Chinese  intellectual  development.  I  know 
of  no  book  on  Chinese  education  that  combines  these  two  traditions.  Howard  S.  Galt, 
A  History  of  Chinese  Educational  Institutions  to  the  End  of  Five  Dynasties  (960 
A.D.),  Probsthain,  London,  1951  gives  considerable  descriptive  material  from  the 
classical  literature  but  little  chronology  or  development  of  themes. 


CHAPTER  IIL 

GREEK  CIVILIZATION:  WELLSPRING  OF  WESTERN  EDUCATION 
(80QB.C.-300B.C.) 

Aegean  Civilization  (1900  B.C.-l  100  B.C.)  Two  fascinating  summaries  of  theA.egean 
civilization  are  Leonard  R.  Pddme^r,Mycenaeans  and  Minoans,  Knopf,  New  Ya<:,  1961 
and  John  Chadwick,  The  Decipherment  of  Linear  B,  Cambridge  Univers-Y  Press, 
London,  1958.  A  revisionist  view,  stressing  local  change  as  the  key  to  innvation,  is 
Colin  Renfrew,  The  Emergence  of  Civilisation,  Methuen,  London,  1972. 

Greek  Civilization  Two  recent  estimates  stress  Greek  political  developr'^t-  Herbert 
Muller,  Freedom  in  the  Ancient  World,  Harper,  New  York,  1961  and'^^t^^i"  Fhren- 
burg,  The  Greek  State,  Norton,  New  York,  1960.  Two  older  viev  stress  Greek 
cultural  genius:  Edith  Hamilton,  The  Greek  Way,  Mentor,  New  York-  948  and  H.  D 
Kitto,  The  Greeks,  Penguin  Books  Ltd.,  Harmondsworth,  Middlesex, 

Greek  Education  The  two  most  useful  general  studies  of  Greek are  H.  I. 
Marrou,  A  History  of  Education  in  Antiquity,  Mentor,  New  York  964  and  Frederick 
A.G.  Beck,  Greek  Education,  450-350  B.C.,  Methuen,  London, ^64.  The  two  most 
penetrating  special  studies  are  Donald  L.  Clark,  Rhetoric  in  GrC^^^^f^  Education, 
Columbia  University  Press,  New  York,  1957  and  R.  R.  Bolgar^^  Classical  Heritage 
and  Its  Beneficiaries,  Harper  Torchbooks,  New  York,  1964*"^^  older  studies  are 
worthwhile.  They  are  Kenneth  J.  Freeman,  Schools  of  Hellas,'  Martin’s,  New 

York,  1932,  reprinted  by  Teachers  College  Press,  New  YorJ^^^  and  Werner  Jaeger, 
Paideia:  The  Ideals  of  Greek  Culture,  3  vols.,  Oxford  U?^^sity  Press,  New  York, 
1943-1945,  if  one  can  wade  through  the  ponderous  def  length.  By  contrast, 
William  A.  Stvaith,  Ancient  Education,  Philosophical  New  York,  1955  and 
William  Bziddiy,  Educational  Ideals  in  the  Ancient  London,  1959  are 

simpler  but  textbookish.  Thomas  Woody,  Life  and^^^^^^^^  Early  Societies, 
Macmillan,  New  York,  1949  concentrates  on  phyr'  in  the  broadest 

setting.  Good  complements  are  the  studies  of  the  language  and  literacy  con¬ 
tained  in  Jack  Goody  (ed.).  Literacy  in  TraditionP^^^^^^^>  Cambridge  University 
Press,  London,  1968  and  L  J.  Gelb,  A  Study  of  W^^^  University  of  Chicago  Press, 
Chicago,  1963. 
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If  one  is  interested  in  Greek  thought  on  education,  one  should  read  Plato’s 
Republic  and  Aristotle’s  Politics  and  Ethics  and  then  compare  them  with  such  recent 
commentaries  as  those  by:  James  L.  Jarrett  (ed.),  The  Educational  Theories  of  the 
Sophists,  Teachers  College  Press,  New  York,  1969;  Robert  McClintock’s  foreword  to 
Richard  Lewis  Nettleship,  The  Theory  of  Education  in  the  Republic  of  Plato,  Teachers 
College  Press,  New  York,  1968;  Paul  Nash  et  al.  (eds.),  The  Educated  Man;  Studies  in 
the  History  of  Educational  Thought,  Wiley,  New  York,  1968;  Paul  Nash,  of 

Man;  Explorations  in  the  Western  Educational  Tradition,  Wiley,  New  York’  1968;  and 
J.  J.  Chambliss  {ed.),  Nobility,  Tragedy,  and  Naturalism;  Education  in  Ancient  Greece 
Burgess,  Minneapolis,  Minn.,  1971. 


CHAPTER  IV. 

THE  DISPERSION  OF  HELLENISTIC  EDUCATION 
IN  THE  GRAECO-ROMAN  WORLD  (300  B.C.-1500  A.D.) 

Elelknization  of  the  East  For  the  dispersion  of  Hellenistic  education  to  the  Middle 
East,  an  excellent  combination  is:  Moses  Hadas,  Hellenistic  Culture;  Fusion  and 
DiffuJon,  Columbia  University  Press,  New  York,  1959;  H.  I.  Marrou,  A  History  of 
Educaion  in  Antiquity,  Mentor,  New  York,  1964;  and  R.  R.  Bolgar,  The  Classical 
Heritage  Harper  Torchbooks,  New  York,  1964. 

Hellemzaion  of  the  West  For  the  contextual  background  of  the  dispersion  of 
Hellenisticeducation  to  Rome  and  on  to  the  Latin  West,  see:  Frederick  B.  Artz,  The 
Mind  of  thi.  Middle  Ages;  An  Historical  Survey,  A.D.  200-1500,  Knopf,  New  York, 
M  Mediaeval  Mind,  2  vols..  Harvard  University  Press!  Cambridge! 

_  jE.  K.  Rand,  Founders  of  the  Middle  Ages,  2d  ed..  Harvard  University 

T  Mass.,  1929;  Edith  Hamilton,  The  Roman  Way,  Norton,  New  York, 

Carcopino,  Daily  Life  in  Ancien  t  Rome,  Penguin  Books  Ltd.,  Harmonds- 

m  m’.  Transformation  of  the  Roman 

j'  \  ^  'Problem  after  Two  Centuries,  University  of  California  Press,  Berkeley 

and  Los  Angeles,  1965;  and  Herbert  Muller,  Freedom  in  the  Ancient  World  Harper 
New  York,  1961. 

Roman  Education  The  three  best  recent  interpretations  of  Roman  education  have 
Mready  been  mentioned:  Marrou,  Bolgar,  and  Donald  L.  Clark,  Rhetoric  in  Graeco- 
Roman  Education,  Columbia  University  Press,  New  York,  1957.  The  best  older 
mterpretation  is  now  easily  avaUable  in  Aubrey  Gwynn,  Roman  Education  from 
Cicero  to  Quintilian,  Teachers  College  Press,  New  York,  1966.  For  the  early  Roman 
brnpure  penod  the  principal  original  sources  are  to  be  foimd  in  Cicero’s  De  Oratore,  2 
University  Press,  Cambridge,  Mass.,  1959-1960  and  Quintilian’s 
tutio  Oratoria,  Harvard  University  Press,  Cambridge,  Mass.,  1921.  W.  H.  Small,  Quin- 
tthan  on  Education,  Oxford  University  Press,  New  York,  1938  has  been  reissued  by 
eac  ers  o  ege,  New  York,  1966,  while  a  reissue  of  books  1  and  2  is  available  in 
ames  .  urphy  (ed.),  Quintilian,  On  the  Early  Education  of  the  Citizen-Orator; 
nstitutio  Oratoria,  Uhrary  of  Liberal  Arts,  Bobbs-Merrill,  Indianapolis,  Ind.,  1965. 
othmg  has  yet  quite  taken  the  place  of  the  1906  dissertation  by  Paul  Abelson,  The 
even  Liberal  Arts;  a  Study  in  Mediaeval  Culture,  Russell  and  Russell,  New  York,  1965 
r  the  translations  of  the  perennial  medieval  textbooks  by  Wayland  J.  Chase,  The  Ars 
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Minor  of  Donatus,  University  of  Wisconsin  Press,  Madison,  1926  and  The  Distichs  of 
Cato,  University  of  Wisconsin  Press,  Madison,  1922. 

Patristic  Education  For  the  patristic  age  Frederick  B.  Artz  is  very  useful,  and  on 
education  there  is  a  new  study  by  Eugene  ,  Augustine  the  Educator;  a  Study  in 

the  Fundamentals  of  Christian  Formation,  Newman,  Westminster,  Md.,  1964  to 
supplement  Pierre  J.  Marique,  History  of  Christian  Education,  Fordham  University 
Press,  New  York,  1924. 

Byzantine  Education  Western  views  of  Byzantine  Hellenism  range  from  contempt 
through  indifference  to  enthusiasm.  Balanced  views  are  contained  in  Artz  and  Muller. 
In  addition  to  Bolgar  there  are  chapters  on  Byzantine  education  in:  N.  H.  Baynes  and 
H.  St.  L.  B.  Moss  (eds.),  Byzantium:  An  Introduction  to  East  Roman  Civilization, 
Clarendon  Press,  Oxford,  1948;  Steven  Runciman,  Byzantine  Civilization,  Meridian, 
New  York,  1956;  and  J.  M.  Hussey,  The  Byzantine  World,  Harper  &  Row,  New  York, 
1957.  The  analysis  by  Ernest  Barker,  Social  and  Political  Thought  in  Byzantium, 
Clarendon  Press,  Oxford,  1957  has  important  bearings  on  education.  Two  studies  are 
almost  unreservedly  glowing  and  laudatory.  They  are  Charles  Diehl,  Byzantium: 
Greatness  and  Decline,  Rutgers  University  Press,  New  Brunswick,  N.J.,  1957  and  Jack 
lm^SQ.y,Byzantium  into  Europe,  Bodley  Head,  London,  1952. 

CHAPTER  V. 

THE  FORMATIVE  PERIOD  OF  WESTERN  EDUCATION 
(500  A.D.4400  A.D.) 

European  Middle  Ages  The  towering  interpretations  of  the  intellectual  history  of  the 
Middle  Ages  bearing  on  education  have  been:  H.  O.  Taylor,  The  Mediaeval  Mind,  2 
vols.,  4th  ed..  Harvard  University  Press,  Cambridge,  Mass.,  1949;  C.  H.  Haskins,  The 
Renaissance  of  the  Twelfth  Century,  Meridian  Books,  Cleveland,  Ohio,  1959;  and 
E.  K.  Rand,  Founders  of  the  Middle  Ages,  Harvard  University  Press,  Cambridge,  Mass., 
1929.  All  of  these  books  are  still  very  useful  for  the  context  they  give  to  the  history  of 
Western  education,  especially  if  compared  with  more  recent  studies  Hke:  Frederick  B. 
Artz,  The  Mind  of  the  Middle  Ages;  an  Historical  Survey:  A.D.  200H500,  Knopf,  New 
York,  1953;  Sidney  Painter,  Medieval  Society,  Cornell  University  Press,  Ithaca,  N.Y., 
1951;  Rushton  Coulborn  (ed.),  Feudalism  in  History,  Princeton  University  Press, 
Princeton,  N.J.,  1956;  and  John  W.  Baldwin,  The  Scholastic  Culture  of  the  Middle 
Ages,  1000-1300,  Heath,  Boston,  1971. 

For  social  and  economic  developments  in  the  Middle  Ages,  the  foundations  for 
later  modernization,  the  “Pirenne  thesis”  contained  in  YiQmiVnQxmQf Medieval  Cities; 
Their  Origins  and  the  Revival  of  Trade,  Princeton  University  Press,  Princeton,  N.J., 
1925  needs  to  be  supplemented  by  such  revisionist  studies  as  Alfred  E.  Havighurst, 
The  Pirenne  Thesis:  Analysis,  Criticism,  and  Revision,  Heath,  Boston,  1958. 

Islam  For  the  educational  bearings  of  Islam  in  medieval  times  see:  H.  A.  R.  Gibb, 
Mohammedanism:  An  Historical  Survey,  Oxford  University  Press,  New  York,  1959; 
Bernard  Lewis,  The  Arabs  in  History,  Harper  Torchbooks,  New  York,  1960;  Gustav  E. 
Grunebaum  (ed.),  Islam:  Essays  in  the  Nature  and  Growth  of  a  Cultural  Tradition, 
Barnes  &  Noble,  New  York,  1961;  and  Bayard  Dodge,  Muslim  Education  in  Medieval 
Times,  Middle  East  Institute,  Washington,  D.C.,  1962. 
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Medieval  Education  The  premier  analysis  of  medieval  European  education  is  R.  R. 
Solgar,  The  Classical  Heritage  and  Its  Beneficiaries  from  the  Carolingian  Age  to  the 
End  of  the  Renaissance,  Harper  Torchbooks,  New  York,  1964.  It  is  required  reading 
for  understanding  the  emergent  forms  of  Western  schooling.  The  socialization  process 
in  medieval  England  is  treated  in  Joan  Simon,  The  Social  Origins  of  English  Education, 
Routledge,  London,  1970  (Humanities  Press,  New  York,  1971).  The  perennial  text¬ 
books  used  to  teach  Latin  from  Roman  to  modern  times  are  translated  by  Wayland  J. 
Chase,  The  Ars  Minor  of  Donatus,  University  of  Wisconsin  Press,  Madison,  1926,  and 
The  Distichs  of  Cato,  University  of  Wisconsin  Press,  Madison,  1 922. 

The  significance  of  medieval  schools  of  court  and  cathedral  is  treated  generally 
by  Haskins  in  The  Renaissance  of  the  Twelfth  Century,  cited  above,  and  by  Paul 
Abelson,  The  Seven  Liberal  Arts,  Russell  and  Russell,  New  York,  1965.  These  schools 
come  to  life  in  the  recent  studies  of  the  people  who  were  involved  in  them:  Eleanor  S. 
Duchett,  Alcuin,  Friend  of  Charlemagne;  His  World  and  His  Work,  Macmillan,  New 
York,  1951;  S.  E.  Easton,  Roger  Bacon  and  His  Search  fora  Universal  Science,  Oxford 
University  Press,  New  York,  1952;  and  Daniel  D.  McGarry  (ed.),/o/2n  of  Salisbury's 
Metalogician;  a  Twelfth  Century  Defense  of  the  Verbal  Arts  of  the  Trivium,  University 
of  California  Press,  Berkeley,  1962.  Helen  Waddell’s  novel,  Peter  Abelard,  Holt,  New 
York,  1 933,  stresses  personalities  more  than  ideas  but  is  still  intriguing. 

University  Education  On  the  rise  of  the  universities  the  massive  standard  study  is,  of 
course,  Hastings  Rashdall,  Universities  of  Europe  in  the  Middle  Ages,  new  ed.,  Oxford 
University  Press,  New  York,  1936,  while  the  older  (1928)  but  shorter  and  more 
sprightly  study  is  Charles  Homer  Haskins,  The  Rise  of  Universities,  Henry  Holt  and 
Co.,  New  York,  1928  (reprinted  by  Cornell  University  Press,  Ithaca,  N.Y.,  1965). 
Three  standard  but  more  specialized  studies  are:  Lynn  Thorndike,  University  Records 
and  Life  in  the  Middle  Ages,  Columbia  University  Press,  New  York,  1944;  Pearl  Kibre, 
The  Nations  in  the  Medieval  Universities,  Medieval  Academy  of  America,  Boston, 
1948;  and  Mary  H.  Mayer,  The  Philosophy  of  Teaching  of  St.  Thomas  Aquinas,  Bruce, 
Milwaukee,  Wis.,  1929.  Three  newer  studies  on  similar  themes  are:  Helene  Wieruszow- 
ski.  The  Medieval  University:  Masters,  Students,  Learning,  Van  Nostrand,  Princeton, 
NJ.,  1966;  A.  L.  Gabriel,  Garlandia:  Studies  in  the  History  of  the  Mediaeval  Universi¬ 
ty,  Medieval  Institute,  University  of  Notre  Dame,  Indiana  and  Frankfort  am  Main, 
1969;  and  Gordon  Leff,  Paris  and  Oxford  Universities  in  the  Thirteenth  and  Four¬ 
teenth  Centuries,  Wiley,  New  York,  1968. 


CHAPTER  VI. 

THE  FLORESCENCE  OF  THE  WESTERN  EDUCATIONAL  TRADITION- 
WITH  INTIMATIONS  OF  MODERNITY  (1400  A.D.-1700  A.D.) 

The  Onset  of  Modernity  For  various  germinal  and  influential  views  of  the  intima¬ 
tions  of  modernity  in  Europe,  see  such  classic  works  as:  R.  H.  Tawney,  Religion  and 
the  Rise  of  Capitalism;  a  Historical  Study,  Harcourt,  Brace,  New  York,  1926;  Max 
Weber,  The  Protestant  Ethic  and  the  Spirit  of  Capitalism,  Scribner,  New  York,  1958; 
and  Preserved  Smith, History  of  Modern  Culture,  vol.  1,  The  Reformation,  Holt, 
New  York,  1930.  More  recent  studies  that  range  over  the  whole  context  of  the 
fifteenth-  to  seventeenth-century  period  include:  Franklin  Le  Van  Baumer  {Qd.),Main 
Currents  of  Western  Thought,  3d  ed.,  Knopf,  1970;  Herbert  J.  Muller,  Freedom  in  the 
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Western  World;  From  the  Dark  Ages  to  the  Rise  of  Democracy,  Harper  &  Row,  New 
York,  1963;  and  R.  R.  Palmer  and  Joel  Colton,  A  History  of  the  Modern  World  4th 
ed.,  Knopf,  New  York,  1971. 

New  views  of  the  political  side  of  modernity  are  contained  in:  C.  E.  Black,  The 
Dynamics  of  Modernization;  a  Study  in  Comparative  History,  Harper  &  Row,  New 
York,  1966;  Robert  Forster  and  Jack  P.  Greene  Preconditions  of  Revolution  in 
Early  Modern  Europe,  Johns  Hopkins  Press,  Baltimore,  Md,,  1970;  and  Christopher 
Hill,  The  Century  of  Revolution,  1603-1714,  T.  Nelson,  Edinburgh,  1961  (reprinted 
1962). 

The  spirited  controversy  over  the  role  of  social  classes  in  early  modernization, 
especially  the  urban  middle  classes  vis-a-vis  the  landed  gentry  in  England,  is  detailed  iii 
J.  H.  Hexter,  Reappraisals  in  History;  New  Views  on  Society  and  History  in  Early 
Modern  Europe,  Harper  Torchbooks,  New  York,  1963  and  in  Lawrence  Stone’s 
massive  The  Crisis  of  the  Aristocracy,  1558-1641,  Oxford  University  Press  London 
1965. 

The  Expansion  of  Europe  The  discovery  of  the  world  overseas  by  Europe  in  the 
early  modern  period  is  discussed  in  a  great  many  works.  I  recommend  particularly: 
Palmer  and  Colton,  cited  above;  William  H.  McNeill,  The  Rise  of  the  West;  a  History  of 
the  Human  Community,  University  of  Chicago  Press,  Chicago,  1963;  Donald  F.  Lach, 
Asia  in  the  Making  of  Europe,  vol.  1,  The  Century  of  Discovery,  books  1  and  2, 
University  of  Chicago  Press,  Chicago,  1965;  and  Louis  Hartz  (ed.).  The  Founding  of 
New  Societies;  Studies  in  the  History  of  the  United  States,  Latin  America,  South 
Africa,  Canada,  and  Australia,  Harcourt,  Brace  &  World,  New  York,  1964.  For  the 
worst  side  of  European  expansion  see  David  Brian  Davis,  The  Problem  of  Slavery  in 
Western  Culture,  Cornell  University  Press,  Ithaca,  N.Y.,  1966. 

The  Scientific  Revolution  Perhaps  even  more  vast  is  the  literature  on  the  scientific 
revolution  as  an  aspect  of  early  modernity.  Especially  readable  or  pertinent  for 
education  are  the  following:  Herbert  Butterfield,  The  Origins  of  Modern  Science, 
1300-1800,  Macmillan,  New  York,  1951;  Alfred  R.  Hall,  The  Scientific  Revolution, 
1500-1800;  The  Formation  of  the  Modern  Scientific  Attitude,  Longmans,  London, 
1954;  Marie  Boas,  The  Scientific  Renaissance,  1450-1630,  Harper,  New  York,  1962; 
Alfred  R.  Hall  and  Marie  Boas  Hall,  A  Brief  History  of  Western  Science,  New  American 
Library,  New  York,  1964;  Christopher  Hill,  The  Intellectual  Origins  of  the  English 
Revolution,  Clarendon  Press,  Oxford,  1965;  Richard  Foster  Jones,  Ancients  and 
Moderns;  a  Study  of  the  Rise  of  the  Scientific  Movement  in  Seventeenth  Century 
England,  University  of  California  Press,  Berkeley  and  Los  Angeles,  1965;  Paolo  Rossi, 
Francis  Bacon  from  Magic  to  Science,  University  of  Chicago  Press,  Chicago,  1968;  and 
Melvin  Kranzberg  and  Carroll  W.  Pursell,  Jr.  (eds.).  Technology  in  Western  Civilization, 
vol.  1,  The  Emergence  of  Modern  Industrial  Society,  Earliest  Times  to  1900,  Oxford 
University  Press,  New  York,  1967. 

Realism  and  Education  The  importance  of  the  scientific  revolution  for  realistic 
studies  in  education  are  treated  largely  in  terms  of  people  and  their  influence.  For 
Ramus  and  Ramism  see  Walter  J.  Ong,  Ramus,  Method,  and  the  Decay  of  Dialogue, 
Harvard  University  Press,  Cambridge,  Mass.,  1958  and  Neal  W.  GWhext,  Renaissance 
Concepts  of  Method,  Columbia  University  Press,  New  York,  1960.  For  Comenius  see 
John  Amos  Comenius  on  Education,  with  an  introduction  by  Jean  Piaget,  Teachers 
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College  Press,  New  York,  1967  and  John  Edward  Sadler,  /.  A.  Comenius  and  the 
Concept  of  Universal  Education,  Barnes  &  Noble,  New  York,  1966. 

Humanism  and  Education  For  general  analyses  of  Renaissance  humanism  and  educa¬ 
tion  I  recommend  especially:  R.  R.  Bolgar,  The  Classical  Heritage  audits  Beneficiaries 
from  the  Carolingian  Age  to  the  End  of  the  Renaissance,  Harper  Torchbooks,  New 
York,  1964;  Paul  Oskar  KristeUer,  Renaissance  Thought,  the  Classic,  Scholastic,  and 
Humanist  Strains,  Harper  Torchbooks,  New  York,  1961;  and  Fritz  Caspari,  Humanism 
and  the  Social  Order  in  Tudor  England.  The  humanist  educators  are  dealt  with  in  sev¬ 
eral  recent  publications:  Craig  R.  Thompson  (ed.).  The  Colloquies  of  Erasmus,  Univer¬ 
sity  of  Chicago  Press,  Chicago,  1965;  William  Harrison  Woodw2ird,Desiderius  Erasmus 
Concerning  the  Aim  and  Method  of  Education,  with  an  introduction  by  Craig  R. 
Thompson,  Teachers  College  Press,  New  York,  1964;  William  Harrison  Woodward, 
Studies  in  Education  During  the  Age  of  the  Renaissance,  1400-1600,  with  a  foreword 
by  Lawrence  Stone,  Teachers  College  Press,  New  York,  1967;  William  Harrison 
Woodward,  Vittorino  Da  Feltre  and  Other  Humanist  Educators,  with  a  foreword  by 
Eugene  F.  Rice,  Jr.,  Teachers  College  Press,  New  York,  1963;  and  Marian  Leona 
Tobriner  (ed.),  Vives*  Introduction  to  Wisdom:  A  Renaissance  Textbook,  Teachers 
College  Press,  New  York,  1968. 

The  Reformation  and  Education  For  religious,  political,  and  intellectual  aspects  of 
the  Protestant  Reformation  see:  Roland  H.  Bainton,  The  Reformation  of  the  Six¬ 
teenth  Century,  Beacon  Press,  Boston,  1952;  E.  Harris  Harbison,  The  Christian  Scholar 
in  the  Age  of  the  Reformation,  Scribner,  New  York,  1955;  Harold  J.  Grimm,  The 
Reformation  Era,  Macmillan,  New  York,  1954;  A.  G.  Dickens,  The  English  Reforma¬ 
tion,  Schocken  Books,  New  York,  1964;  James  Kelsey  McConica,  English  Humanists 
and  Reformation  Politics  under  Henry  VIII  and  Edward  VI,  Clarendon  Press,  Oxford, 
1965;  Charles  H.  George  and  Katherine  George,  The  Protestant  Mind  of  the  English 
Reformation,  1570-1640,  Princeton  University  Press,  Princeton,  N.J.,  1961;  and  John 
F.  H.  New,  Anglican  and  Puritan:  The  Basis  of  Their  Opposition,  1558-1640,  Stanford 
University  Press,  Stanford,  Calif.,  1964. 

For  the  educational  views  of  Puritan  reformers  see:  G.H.  Turnbull,  Hartlib, 
Dury,  and  Comenius,  University  Press  of  Liverpool,  Liverpool,  1947;  Charles  Webster 
(ed.),  Samuel  Hartlib  and  the  Advancement  of  Learning,  Cambridge  University  Press, 
London,  1970;  and  Richard  L.  Greaves,  The  Puritan  Revolution  and  Educational 
Thought;  Background  for  Reform,  Rutgers  University  Press,  New  Brunswick,  N.J., 
1969. 


CHAPTER  VII, 

THE  DISPERSION  OF  LATIN-CATHOLIC  EDUCATION 
(1400A.D.-1700  A.D.) 

Education  in  Catholic  Europe  For  discussions  of  Catholic  education  in  Latin  Europe 
see  not  only  R.  R.  Bolgar,  The  Classical  Heritage,  Harper  Torchbooks,  New  York, 
1964  for  the  dominant  school  tradition,  but  also  Philippe  Aries,  Centuries  of  Child¬ 
hood,  a  Social  History  of  Family  Life,  Knopf,  New  York,  1962  for  the  family  context 
of  schooling,  especially  in  France.  An  older  study  is  H.C.  Barnard,  The  French 
Tradition  in  Education,  Cambridge  University  Press,  New  York,  1922.  Descriptions  of 
the  two  most  influential  Catholic  teaching  orders  that  grew  out  of  the  Reformation  are 
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contained  in:  Robert  Schwickerath,  Jesuit  Education;  Its  History  and  Principles, 
Herder,  St.  Louis,  1904;  Edward  A.  Fitzpatrick  (ed.),  St.  Ignatius  and  the  Ratio 
Studiorum,  McGraw-Hill,  New  York,  1933;  Allan  P.  FarreU,  The  Jesuit  Code  of  Liberal 
Education;  Development  and  Scope  of  the  Ratio  Studiorum,  Bruce,  Milwaukee,  Wis., 
1938;  W.  J.  Battersby,  De  La  Salle,  A  Pioneer  of  Modern  Education,  Longmans’ 
London,  1949;  and  Edward  A.  Fitzpatrick,  La  Salle;  Patron  of  All  Teachers,  Bruce’ 
Milwaukee,  Wis.,  1951.  These  works  will  provide  a  picture  of  the  education  that  Latin 
peoples  transplanted  in  the  sixteenth  and  seventeenth  centuries. 

The  Latinizing  Mission  Overseas  The  Portuguese  thrust  to  the  East  is  well  document¬ 
ed  in  Donald  F.  Each,  in  the  Making  of  Europe,  vol.  I,  The  Century  of  Discovery, 
University  of  Chicago  Press,  Chicago,  1965.  The  Spanish  intrusion  to  the  West  far 
overshadows  that  of  Portugal,  up  to  1700;  some  of  the  most  illuminating  studies  of 
this  occurrence  are;  Charles  Gibson,  Spain  in  America,  Harper  Torchbooks,  New  York, 
1966;  Charles  Wagley,  The  Latin  American  Tradition,  Columbia  University  Press,  New 
York,  1968;  Charles  Wagley,  An  Introduction  to  Brazil,  Columbia  University  Press, 
New  York,  1963;  Helen  Miller  Bailey  and  Abraham  P.  Nasatir,  Xatm  America:  The 
Development  of  Its  Civilization,  Prentice-Hall,  Englewood  Cliffs,  N.J.,  I960;  German 
Arciniegas,  Latin  America:  A  Cultural  History,  Knopf,  New  York,  1967;  and  Lewis 
Hanke,  The  Spanish  Struggle  for  Justice  in  the  Conquest  of  America,  University  of 
Pennsylvania  Press,  Philadelpliia,  1959. 

Pre-Columbian  Civilization  in  the  Americas  For  background  on  American  Indian 
civilization  and  education  before  the  arrival  of  the  Spanish,  the  following  are  useful: 
G.  C.  Valliant,  The  Aztecs  of  Mexico,  Penguin  Books  Ltd.,  Harm onds worth,  Middle¬ 
sex,  1950;  Miguel  Leon-Portilla,  Aztec  Thought  and  Culture;  a  Study  of  the  Ancient 
Nahuatl  Mind,  University  of  Oklahoma  Press,  Norman,  Okla.,  1963;  Fray  Diego  Duran, 
The  Aztecs:  The  History  of  the  Indians  of  New  Spain,  Orion  Press,  New  York,  1 964;  J. 
Alden  Mason,  The  Ancient  Civilization  of  Peru,  Penguin  Books  Ltd.,  Harmondsworth, 
Middlesex,  1957;  S.  G.  Morley,  The  Ancient  Maya,  Stanford  University  Press,  Stan¬ 
ford,  Calif.,  1956;  Gordon  R.  Willey,  An  Introduction  to  American  Archaeology,  vol. 
\,  North  and  Middle  America,  Prentice-Hall,  Englewood  Cliffs,  NJ.,  1966;  and  Alvin 
M.  Josephy,  Jr.,  The  Indian  Heritage  of  America,  Knopf,  New  York,  1968. 

Spanish  Education  in  America  For  books  about  the  Latin  educational  traditions  that 
were  transplanted  to  the  Americas,  see:  Pius  Joseph  Barth,  Franciscan  Education  and 
the  Social  Order  in  Spanish  North  America,  1501-1821,  University  of  Chicago  Press, 
Chicago,  1945;  Jerome  V.  Jacobsen,  Educational  Foundations  of  the  Jesuits  in 
Sixteenth  Century  New  Spain,  University  of  California  Press,  Berkeley,  1938;  John 
Tate  Lanning,  Academic  Culture  in  the  Spanish  Colonies,  Oxford  University  Press, 
New  York,  1940;  Luis  Martin,  The  Intellectual  Conquest  of  Peru;  the  Jesuit  College  of 
San  Pablo,  1568-1767,  Fordham  University  Press,  New  York,  1968;  Robert  Ricard, 
The  Spiritual  Conquest  of  Mexico;  an  Essay  on  the  Apostolate  and  Evangelizing 
Methods  of  the  Mendicant  Orders  in  New  Spain,  1523-1572,  translated  by  L.  B, 
Simpson,  University  of  California  Press,  Berkeley  and  Los  Angeles,  1966;  and  Antoine 
Tibesor,  Franciscan  Beginnings  in  Colonial  Peru,  Academy  of  Franciscan  History, 
Washington,  D.C.,  1953. 

Spanish  Education  in  the  Philippines  For  descriptions  of  the  transit  of  Spanish 
education  to  the  Philippines  see*  Encarnacion  Alzona,  A  History  of  Education  in  the 
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Philippines,  1565-1730,  University  of  Philippines  Press,  Manila,  1932;  Horacio  de  la 
Costa,  S.J.,  The  Jesuits  in  the  Philippines,  1581-1768,  Harvard  University  Press, 
Cambridge,  Mass.,  1961;  and  John  L.  Phelan,  The  Hispanization  of  the  Philippines; 
Spanish  Aims  and  Filipino  Responses,  1565-1700,  University  of  Wisconsin  Press, 
Madison,  Wis.,  1959. 

French  Education  in  Canada  For  discussions  of  French  education  in  Canada  see 
Charles  E.  Phillips,  The  Development  of  Education  in  Canada,  Ryerson,  Toronto,  1957 
and  J.  Donald  Wilson,  Robert  M.  Stamp,  and  Louis-Philippe  Audet  (eds.),  Canadian 
Education:  A  History,  Prentice-Hall,  Scarborough,  Ontario,  1970. 


CHAPTER  VIII. 

THE  DISPERSION  OF  ANGLO-PROTESTANT  EDUCATION 
(1400  A.D.-1700  A.D.) 

Protestant  Education  in  Northern  Europe  Because  of  the  eventual  influence  of 
Anglo-American  education  upon  the  rest  of  the  world  Chapter  8  concentrates  on 
England  and  its  American  colonies.  However,  a  glimpse  of  Germany  and  the  Lowlands 
may  be  had  through:  Frederick  Eby  (&d.)y  Early  Protestant  Educators,  McGraw-Hill, 
New  York,  1931;  Albert  Hyma,  The  Brethren  of  the  Common  Life,  Erdmans,  Grand 
Rapids,  Mich.,  1950;  Friedrich  Paulsen,  German  Education,  Past  and  Present,  Scribner, 
New  York,  1912;  C.  L.  Robbins,  Teachers  in  Germany  in  the  Sixteenth  Century, 
Bureau  of  Publications,  Teachers  College,  New  York,  1912;  and,  for  the  influence  of 
printing,  Walter  J.  Ong,  The  Presence  of  the  Word,  Yale  University  Press,  New  Haven, 
Conn.,  1967. 

Education  in  Renaissance  and  Reformation  England  For  several  decades  the  writing 
about  the  history  of  education  in  England  during  the  Renaissance  and  Reformation 
proceeded  on  an  established  way.  A.  F.  Leach  had  set  the  tone  in  his  English  Schools 
at  the  Reformation,  Constable,  Westminster,  1896  followed  by  such  studies  as: 
Norman  Wood,  The  Reformation  and  English  Education,  Routledge,  London,  1931; 
T.  W.  Baldwin,  William  Shakspere's  Small  Latine  and  Less  Greek,  2  vols.,  University  of 
Illinois  Press,  Urbana,  1944;  Donald  L.  Clark,  John  Milton  at  St.  Paul’s  School;  a^ 
Study  of  Ancient  Rhetoric  in  English  Renaissance  Education,  Columbia  University 
Press,  New  York,  1948;  and  Clara  P.  McMahon,  Education  in  Fifteenth  Century 
England,  Johns  Hopkins  Press,  Baltimore,  Md.,  1947. 

Then  in  the  1950s  and  1960s  English  education  of  the  sixteenth  and  seventeenth 
centuries  became  the  object  of  active  revisionism.  Principal  participants  have  been: 
J.  H.  Hexter,  “The  Education  of  the  Aristocracy  in  the  Renaissance,”  The  Journal  of 
Modern  History,  voL  22,  pp.  1-20,  1950;  W.  K.  loi(ld.n.  Philanthropy  in  England, 
1480-1660,  G.  Allen,  London,  1959;  Mark  H.  Curtis,  Oxford  and  Cambridge  in 
Transition,  1558-1642,  Clarendon  Press,  Oxford,  1959;  Lawrence  Stone,  “The  Educa¬ 
tional  Revolution  in  England,  1560-1640,”  Past  and  Present,  no.  23,  pp.  41-80,  July 
1964;  Kenneth  Charlton,  Education  in  Renaissance  England,  Routledge,  London, 
1965;  and  Joan  Simon,  Education  and  Society  in  Tudor  England,  Cambridge  Universi¬ 
ty  Press,  London,  1966. 

Somewhat  more  specialized  studies  have  been  made  by:  A.  C.  F.  Educa¬ 

tion  Under  Penalty:  English  Catholic  Education  from  the  Reformation  to  the  Fall  of 
James  II,  1547-1689,  Althone  Press,  London,  1963;  Harris  Francis  Fletcher,  The 
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Intellectual  Development  of  John  Milton,  2  vols.,  University  of  Illinois  Press,  Urbana, 
1956-1961;  and  Lawrence  Stone,  “Literacy  and  Education  in  England,  1640-1900,’’ 
Past  and  Present,  no.  42,  February  1969. 

A  particularly  fascinating  model  for  comparative  historical  study  is  Marius  B. 
Jansen  and  Lawrence  Stone,  “Education  and  Modernization  in  Japan  and  England,”  in 
Comparative  Studies  in  Society  and  History,  voL  9,  no.  2,  pp.  208-232,  January  1967. 

In  addition  to  the  discussions  of  higher  education  in  Curtis,  Simon,  Charlton, 
and  Stone,  see  H.  C.  Porter,  Reformation  and  Reaction  in  Tudor  Cambridge,  Cam¬ 
bridge  University  Press,  London,  1950  and  Hugh  Kearney,  Scholars  and  Gentlemen; 
Universities  and  Society  in  Pre-Industrial  Britain,  1500-1700,  Cornell  University  Press, 
Ithaca,  N.Y.,  1970. 


Education  in  Seventeenth-Century  Anglo- America  The  indispensable  book  for  the 
history  of  education  in  colonial  Anglo-America  is  the  discerning  and  elegant  volume  by 
Lawrence  A.  Cremin,  American  Education:  The  Coloftial  Experience,  1607-1782, 
Harper  &  Row,  New  York,  1970.  It  deals  not  only  with  schools  and  colleges  but  also 
with  the  educational  influence  of  family,  church,  and  community. 

In  addition  to  Cremin  there  are  several  specialized  studies  of  seventeenth-century 
colonial  American  education  of  lasting  value:  Robert  F.  Seybolt,  The  Public  Schools 
of  Colonial  Boston,  1635-1775,  Harvard  University  Press,  Cambridge,  Mass.,  1935; 
Marcus  W.  Itmtgdin,  Laboring  and  Dependent  Classes  in  Colonial  America,  1607-1782, 
University  of  Chicago  Press,  Chicago,  1931  (reprinted  by  Ungar,  New  York,  1960); 
Samuel  Eliot  Morison,  The  Founding  of  Harvard  College,  Harvard  University  Press, 
Cambridge,  Mass.,  1935;  and  Samuel  Eliot  Morison,  Harvard  College  in  the  Seven¬ 
teenth  Century,  2  vols.,  Harvard  University  Press,  Cambridge,  Mass.,  1936.  For  general 
histories  of  American  higher  education  that  include  the  seventeenth  century  see  the 
bibliographical  notes  for  Chapter  12. 

American  Society  and  Thought  Elaboration  of  the  social  and  intellectual  context  of 
the  transplantation  of  English  education  to  America  will  be  found  in  such  older  but 
germinal  studies  as:  Edward  Eggleston,  The  Transit  of  Civilization  from  England  to 
America  in  the  Seventeenth  Century,  Appleton,  New  York,  1900  (reprinted  by  Beacon 
Press,  Boston,  1959);  Samuel  Eliot  Morison,  The  Intellectual  Life  of  Colonial  New 
England,  New  York  University  Press,  New  York,  1936  (reprinted  by  Cornell  University 
Press,  Ithaca,  N.Y.,  1960);  Carl  Bridenbaugh,  Cities  in  the  Wilderness:  The  First 
Century  of  Urban  Life  in  America,  1625-1  724,  Ronald,  New  York,  1938;  Perry  Miller, 
The  New  England  Mind,  The  Seventeenth  Century,  Macmillan,  New  York,  1939 
(reprinted  by  Beacon  Press,  Boston,  1961);  and  Richard  B.  Morris,  Government  and 
Labor  in  Early  America,  Columbia  University  Press,  New  York,  1946.  Study  of  these 
books  should  be  followed  by  a  reading  of  such  newer  interpretations  as:  Louis  B. 
Wright,  The  Cultural  Life  of  the  American  Colonies,  1607-1 763,  Harper  &  Row,  New 
York,  1957;  Daniel  J.  Boorstin,  The  Americans:  The  Colonial  Experience,  Random 
House,  New  York,  1964;  James  Morton  Smith  {^d.) ,  Seventeenth  Century  America; 
Essays  in  Colonial  History,  University  of  North  Carolina  Press,  Chapel  Hill,  N.C.,  1959; 
Bernard  ’BdAlyn,  Education  in  the  Forming  of  American  Society,  University  of  North 
Carolina  Press,  Chapel  Hill,  N.C.,  1960;  Richard  M.  Gummere,  The  American  Colonial 
Mind  and  the  Classical  Tradition;  Essays  in  Comparative  Culture,  Harvard  University 
Press,  Cambridge,  Mass.,  1963;  and  Carl  Bridenbaugh,  Vexed  and  Troubled  English¬ 
men,  1590-1 642,  Oxford  University  Press,  New  York,  1968. 
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Europeans  and  American  Indians  Early  contacts  between  whites  and  American 
Indians  can  be  followed  in  several  recent  studies:  Harold  Driver,  The  Indians  of  North 
America,  University  of  Chicago  Press,  Chicago,  1961;  William  N.  Vinton,  American 
Indian  and  White  Relations  to  1830;  Needs  and  Opportunities  for  Study ,  University  of 
North  Carolina  Press,  Chapel  Hill,  N.C.,  1957;  Alden  F.  Vaughn,  New  England 
Frontier:  Puritans  and  Indians,  1620-1675,  Little,  Brown,  Boston,  1965;  and  William 
Kellaway,  The  New  England  Company,  1649-1776:  Missionary  Society  to  the  Ameri¬ 
can  Indians,  Barnes  &  Noble,  New  York,  1961.  See  also  pp.  591-592,  594-595. 

Whites  and  Blacks  For  early  contacts  between  whites  and  blacks  see:  John  Hope 
Franklin,  From  Slavery  to  Freedom,  a  History  of  Negro  Americans,  3d  ed..  Vintage 
Books,  New  York,  1969;  David  Brian  Davis,  The  Problem  of  Slavery  in  Western 
Culture,  Cornell  University  Press,  Ithaca,  N.Y.,  1966;  and  Winthrop  D.  Jordan,  White 
Over  Black;  American  Attitudes  Toward  the  Negro,  1550-1812,  University  of  North 
Carolina  Press,  Chapel  Hill,  N.C.,  1968  (Pelican,  1969).  See  also  pp.  591, 594-595. 

CHAPTER  IX. 

THE  TRANSMUTATION  TO  MODERNITY 
(1700  A.D.-THE  PRESENT) 

The  totality  of  the  phenomena  attendant  upon  the  growth  of  modernity  in  Western 
civilization  is  well  portrayed  in  William  H.  McNeill,  The  Rise  of  the  West;  A  History  of 
the  Human  Community,  University  of  Chicago  Press,  Chicago,  1963  and  in  R.  R. 
Palmer  and  Joel  Colton,  A  History  of  the  Modern  World-,  4th  ed.,  Knopf,  New  York, 
1971. 

The  Nation-State  Of  particular  interest  to  the  rise  of  the  nation-state  as  discussed 
herein  are:  C.  E.  Black,  The  Dynamics  of  Modernization;  A  Study  in  Comparative 
History,  Harper  &  Row,  New  York,  1966;  Robert  Anchor,  Germany  Confronts 
Modernization:  German  Culture  and  Society,  1790-1890,  Heath,  Boston,  1972;  C.  E. 
Black  (ed.),  The  Transformation  of  Russian  Society:  Aspects  of  Social  Change  since 
1861,  Harvard  University  Press,  Cambridge,  Mass.,  1969;  and  Seymour  Martin  Lipset, 
The  First  New  Nation;  The  United  States  in  Historical  and  Comparative  Perspective, 
Basic  Books,  New  York,  1963. 

Religion,  Secularism,  and  Enlightenment  For  the  study  of  the  interplay  of  estab¬ 
lished  religion  and  secular  enlightenment  several  classic  treatments  are  valuable: 
Preserved  Smith,  A  History  of  Modern  Culture,  vol.  2,  The  Enlightenment,  Holt,  New 
York,  1930;  A.  N.  Whitehead,  Science  and  the  Modern  World,  Macmillan,  New  York, 
1967;  and  Carl  Becker,  The  Heavenly  City  of  the  Eighteenth  Century  Philosophers, 
Yale  University  Press,  New  Haven,  Conn.,  1932.  A  notable  new  study  is  that  by  Peter 
Gay,  The  Enlightenment:  An  Interpretation,  vol.  1,  The  Rise  of  Modern  Paganism, 
Knopf,  New  York,  1966  and  vol.  2,  The  Science  of  Freedom,  Knopf,  New  York,  1969. 
For  widely  divergent  interpretations,  see  Robert  A.  Nisbet,  The  Sociological  Tradition, 
Basic  Books,  New  York,  1966  and  J.  D.  Bernal,  Science  in  History,  vol  2,  The 
Scientific  and  Industrial  Revolution,  Massachusetts  Institute  of  Technology  Press, 
Cambridge,  Mass.,  1971.  The  problem  of  religious  freedom  is  central  in  R.  R.  Palmer, 
Catholics  and  Unbelievers  in  Eighteenth  Century  France,  Princeton  University  Press, 
Princeton,  NJ.,  1939  and  R.  Freeman  Butts,  The  American  Tradition  in  Religion  and 
Education,  Beacon  Press,  Boston,  1950. 
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The  Democratic  Revolution  The  democratic  revolution  as  a  general  phenomenon  of 
Western  civilization  is  treated  superbly  in  Robert  R.  Palmer,  The  Age  of  the  Democrat¬ 
ic  Revolution;  A  Political  History  of  Europe  and  America,  1760-1800,  2  vols., 
Princeton  University  Press,  Princeton,  NJ.,  1959-1965.  The  transaction  of  ideas  across 
the  Atlantic  is  also  treated  in:  Caroline  Robbins,  The  Eighteenth  Century  Common- 
wealthman:  Studies  in  the  Transmission,  Development,  and  Circumstances  of  English 
Liberal  Thought  from  the  Restoration  of  Charles  II  Until  the  War  with  the  Thirteen 
Colonies,  Harvard  University  Press,  Cambridge,  Mass.,  1961;  Carl  Bridenbaugh,  Mitre 
and  Sceptre:  Transatlantic  Faiths,  Ideas,  Personalities,  and  Politics,  1689-1  775,  Oxford 
University  Press,  New  York,  1962;  and  Bernard  Bailyn,  The  Ideological  Origins  of  the 
American  Revolution,  Harvard  University  Press,  Cambridge,  Mass.,  1967.  Two  widely 
divergent  and  provocative  views  of  political  stability  and  revolution  are  contained  in 
Samuel  P.  Huntington,  Political  Order  in  Changing  Societies,  Yale  University  Press, 
New  Haven,  Conn.,  1968  and  Barrington  Moore,  Social  Origins  of  Dictatorship  and 
Democracy;  Land  and  Peasant  in  the  Making  of  the  Modern  World,  Beacon  Press, 
Boston,  1966. 

Industrialization  and  Urbanization  Industrial  urbanism  is  treated  in:  Lewis  Mumford, 
The  City  in  History,  Its  Origins,  Its  Transformations,  and  Its  Prospects,  Harcourt, 
Brace  &  World,  New  York,  1961;  Gideon  Sjoberg,  The  Preindustrial  City,  Past  and 
Present,  Free  Press,  New  York,  1960;  Leonard  Reissman,  The  Urban  Process;  Cities  in 
Industrial  Societies,  Free  Press,  New  York,  1964;  T.  S.  Ashton,  The  Industrial  Revolu¬ 
tion,  1760-1830,  rev.  ed.,  Oxford  University  Press,  London,  1964;  David  S.  Landes, 
The  Unbound  Prometheus;  Technological  Change  and  Industrial  Development  in 
Western  Europe  from  1750  to  the  Present,  Cambridge  University  Press,  New  York, 
1969;  and  Melvin  Kranzberg  and  Carroll  W.  Pursell,  Jr.  (eds.),  Technology  in  Western 
Civilization,  Oxford  University  Press,  New  York,  1967,  vol.  1. 

Urbanism  in  America  is  treated  in  Carl  Bridenbaugh,  Cities  in  Revolt;  Urban  Life 
in  America,  1743-1776,  Knopf,  New  York,  1955  and  Richard  C.  Wade,  The  Urban 
Frontier,  1790-1830,  Harvard  University  Press,  Cambridge,  Mass.,  1959.  For  conven¬ 
ient  compilations  of  source  materials  and  essays  on  urban  history,  see:  Alexander  B. 
Callow,  Jr.  (ed.),  American  Urban  History;  an  Interpretive  Reader  with  Commentaries, 
Oxford  University  Press,  New  York,  1969;  Charles  N.  Glaab  (ed.).  The  American  City; 
a  Documentary  History,  Dorsey,  Homewood,  Ill.,  1963;  and  Kenneth  T.  Jackson  and 
Stanley  K.  Schultz  (eds.),  Cities  in  American  History,  Knopf,  New  York,  1972.  For  a 
brief  synthesis  of  this  subject,  see  Charles  N.  Glaab  and  A.  Theodore  Brown,  A  History 
of  Urban  America,  Macmillan,  New  York,  1967. 

Literacy  and  Modernity  For  historical  studies  of  literacy,  see:  Jack  Goody  (ed.), 
Literacy  in  Traditional  Societies,  Cambridge  University  Press,  London,  1968;  C. 
Arnold  Anderson  and  Mary  Jean  Bowman,  Education  and  Economic  Development, 
Aldine,  Chicago,  1965;  and  Carlo  M.  CipoUa,  Literacy  and  Development  in  the  West, 
Penguin,  Baltimore,  Md.,  1969. 


CHAPTER  X. 

EDUCATION  IN  THE  MODERNIZING  STATES  OF  EUROPE 
(1700  A.D.-1860S  A.D.) 

Education  in  Britain  The  most  penetrating  general  histories  of  English  education  for 
this  period  are  Brian  Simon,  Studies  in  the  History  of  Education,  1780-1870,  Law- 
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rence  and  Wishart,  London,  1960  and  H.C.  Barnard,  A  History  of  Education  from 
1 760,  2d  ed.,  University  of  London  Press,  London,  1961. 

Studies  that  focus  on  different  types  of  schools  include:  T.  W.  Bamford,  The 
Rise  of  the  Public  Schools;  a  Study  of  Boys'  Public  Boarding  Schools  in  England  and 
Wales  front  1837  to  the  Present  Day,  Nelson,  London,  1967;  M.  G.  Jones,  The  Charity 
School  Movement;  a  Study  of  Eighteenth  Century  Puritanism  in  Action,  Cambridge 
University  Press,  London,  1938  (reprinted  by  Archon  Books,  Hamden,  Conn.,  1964); 
W.  A.  L.  Vincent,  The  Grammar  Schools:  Their  Continuing  Tradition,  1660-1714,  J. 
Murray,  London,  1969;  H.  McLachlan,  English  Education  under  the  Test  Acts,  Being 
the  History  of  the  Non-Conformist  Academies,  1662-1820,  Manchester  University 
Press,  Manchester,  England,  1931;  and  J.  W.  Ashley  Smith,  The  Birth  of  Modern 
Education:  The  Contribution  of  the  Dissenting  Academies,  1660-1800,  Independence 
Press,  London,  1954. 

Studies  of  English  theorizing  on  education  include:  F.  A.  Cavenagh  {Q>6.),James 
and  John  Stuart  Mill  on  Education,  Cambridge  University  Press,  New  York,  1931; 
Peter  Gay  (ed.),  John  Locke  on  Education,  Bureau  of  Publications,  Teachers  College, 
New  York,  1964;  Francis  W.  Garforth  (ed.),  John  Locke's  Of  the  Conduct  of  the 
Understanding,  Teachers  College  Press,  New  York,  1966;  James  L.  Axtell,  The  Educa¬ 
tional  Writings  of  John  Locke,  Cambridge  University  Press,  London,  1968;  and  John 
F.  C.  Harrison  (ed.),  Utopianism  and  Education;  Robert  Owen  and  the  Owenites, 
Teachers  College  Press,  New  York,  1968. 

Education  in  France  For  the  history  of  education  in  France  see:  Frederick  B.  Artz, 
The  Development  of  Technical  Education  in  France,  1500-1850,  Massachusetts  Insti¬ 
tute  of  Technology  Press,  Cambridge,  Mass.,  1966;  H.  C.  Barnard,  Education  and  the 
French  Revolution,  Cambridge  University  Press,  London,  1969;  Robert  Vignery,  The 
French  Revolution  and  the  Schools:  Educational  Policies  of  the  Mountain,  1792-1794, 
State  Historical  Society  of  Wisconsin,  Madison,  1965;  Francois  de  la  Fontainerie  (ed.), 
French  Liberalism  and  Education  in  the  Eighteenth  Century,  McGraw-Hill,  New  York, 
1932;  William  Boyd,  The  Emile  of  Jean  Jacques  Rousseau:  Selections,  Bureau  of 
Publications,  Teachers  College,  New  York,  1962;  and  John  W.  Padberg,  Colleges  in 
Controversy;  the  Jesuit  Schools  in  France  from  Revival  to  Suppression,  1815-1880, 
Harvard  University  Press,  Cambridge,  Mass.,  1969. 

German  Education  For  education  in  German-speaking  lands  see:  Nicholas  Hans,  Yew 
Trends  in  Education  in  the  Eighteenth  Century,  Routledge,  London,  1951;  W.J. 
Battersby,  History  of  the  Institute  of  the  Brothers  of  the  Christian  Schools,  2  vols, 
Woldegrave,  London,  1960-1963;  Friederick  German  Universities  and  Univer¬ 

sity  Study,  Scribner,  New  York,  1906;  Gerald  Lee  Gutek,  Pestalozzi  and  Education, 
Random  House,  New  York,  1968;  and  Michael  R.  Heafford,  Pestalozzi:  His  Thought 
and  Its  Relevance  Today,  Methuen,  London,  1967. 

Russian  Education  The  tortuous  awakening  of  Russia  to  Western  education  is  treated 
in:  Nicholas  Hans,  History  of  Russian  Educational  Policy,  1 701-1917,  King,  Russell  & 
Russell,  London,  1931  (reprinted  by  Russell  &  Russell,  New  York,  1964);  Nicholas 
Hans,  The  Russian  Tradition  in  Education,  Routledge,  London,  1963;  William  H.  E. 
Johnson,  Russia’s  Educational  Heritage,  Carnegie  Press,  Pittsburgh,  Pa.,  1950  (reissued 
by  Octagon  Books,  New  York,  1969);  and  Patrick  L.  Ahton,  Education  and  the  State 
in  Tsarist  Russia,  Stanford  University  Press,  Stanford,  Calif.,  1969. 
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Italy  and  Spain  Although  Italy  and  Spain  are  not  specifically  treated  in  this  book 
influential  modernizing  movements  are  represented  by:  Elio  Gianturco  (ed  )  Giovanni 
Battista  Vico  On  the  Study  Methods  of  Our  Time,  Library  of  Liberal  Arts’,  Indiana¬ 
polis,  Ind.,  1 965;  George  M.  Addy,  The  Enlightenment  in  the  University  of  Salamanca 
Duke  University  Press,  Durham,  N.C.,  1966;  and  Robert  McClintock,  Man  and  His 
Circumstances:  Ortega  as  Educator,  Teachers  College  Press,  New  York,  1971. 


CHAPTER  XI. 

PERSISTENT  ISSUES  IN  MODERN  EUROPEAN  EDUCATION 
(1860s  A,D.-THE  PRESENT) 


Comparative  Studies  There  is,  of  course,  a  vast  literature  on  the  development  of 
education  in  the  various  countries  of  Europe  since  1850. 1  have  selected  a  few  older,  as 
well  as  some  recent,  studies  that  deal  with  more  than  one  country  in  a  comparative 
fashion:  George  Z.  F.  Bereday  (ed.),  Charles  E.  Merriam ’s  The  Making  of  Citizens;  a 
Comparative  Study  of  Methods  of  Civic  Training,  University  of  Chicago  Press,  Chicago, 
1931  (reprinted  by  Teachers  College  Press,  New  York,  1968);  Abraham  Flexner, 
Universities,  English,  German,  American,  Oxford  University  Press,  New  York,  1930 
(reprinted  by  Teachers  College  Press,  New  York,  1967);  Raymond  Poignant,  Educa¬ 
tion  and  Development  in  Western  Europe,  the  United  States,  and  the  U.S.S.R.,  a 
Comparative  Study,  Teachers  College  Press,  New  York,  1969;  A.  Stafford  Clayton, 
Religion  and  Schooling:  a  Comparative  Study,  Blaisdell,  Waltham,  Mass.,  1969;  Ursula 
K.  Springer,  Recent  Curriculum  Developments  in  France,  West  Germany,  and  Italy, 
Teachers  College  Press,  New  York,  1969;  Edmund  J.  King,  Education  and  Develop¬ 
ment  in  Western  Europe,  Addison-Wesley,  Reading,  Mass.,  1969;  George  Z.  F.  Bere¬ 
day,  Towards  Mass  University:  U.S.A.,  U.S.S.R.,  and  Japan,  Organization  for  Econom¬ 
ic  Cooperation  and  Development,  Paris,  1972;  Paul  Nash  (ed.),  History  and  Education; 
The  Educational  Uses  of  the  Past,  Random  House,  New  York,  1970;  a  special  issue, 
Ten  Years  of  European  Educational  Reform,  1956-1966,”  Comparative  Education 
Review,  vol.  11,  no.  3,  October  1967;  A.  D.  C.  Peterson,  A  Hundred  Years  of 
Education;  a  Comparative  Study  of  Educational  Patterns  in  Western  Europe  and  the 
United  States,  Collier  Books,  New  York,  1962;  and  Eric  Bockstael  and  Otto  Feinstein, 
Higher  Education  in  the  European  Community,  Heath,  Boston,  1970. 

Education  in  Britain  Interesting  comparisons  in  attitudes  concerning  the  history  of 
education  in  England  can  be  gained  by  linking  such  older  studies  as  those  by  J.  W. 
Adamson,  English  Education,  1789-1902,  Cambridge  University  Press,  London  (re¬ 
printed  1965)  and  S.  J.  Curtis,  History  of  Education  in  Great  Britain,  University 
Tutorial  Press,  London,  1948,  5th  ed..  University  Tutorial  Press,  London,  1963 
(reprinted  by  Greenwood  Press,  Westport,  Conn.,  1971)  with  such  newer  studies  as 
those  by  Brian  Simon,  Studies  in  the  History  of  Education,  1 780-1870,  Lawrence  and 
Wishart,  London,  1960  and  Education  and  the  Labour  Movement,  1870-1920,  Law¬ 
rence  and  Wishart,  London,  1965.  Particular  aspects  are  treated  in:  W.  A.  G.  Army- 
tage.  The  American  Influence  on  English  Education,  Routledge,  London,  1967;  David 
Wardle,  Popular  Education,  1780-1970,  Cambridge  University  Press,  London, 

1970;  Andreas  M.  Kazamias,  Politics,  Society,  and  Secondary  Education  in  England, 
University  of  Pennsylvania  Press,  Philadelphia,  1966;  John  Wakeford,  The  Cloistered 
Elite;  a  Sociological  Analysis  of  the  English  Public  Boarding  School,  Praeger,  New 
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York,  1969;  Ian  Weinberg,  The  English  Public  Schools;  The  Sociology  of  Elite 
Education,  Atherton,  New  York,  1967;  Sheldon  Rothblatt,  The  Revolution  of  the 
Dons:  Cambridge  and  Society  in  Victorian  England,  Basic  Books,  New  York,  1968; 
James  Murphy,  Church,  State  and  Schools  in  Britain,  1800-1970,  Routledge,  London,’ 
1971;  Marjorie  Cruikshank,  Church  and  State  in  English  Education;  1870  to  the 
Present  Day,  St.  Martin’s,  New  York,  1963;  John  Roach,  Public  Examinations  in 
England,  1850-1900,  Cambridge  University  Press,  London,  1971;  A.  S.  Bishop,  The 
Rise  of  a  Central  Authority  for  English  Education,  Cambridge  University  Press, 
London,  1971;  and  J.  F.  C.  Harrison,  Learning  and  Living,  1790-1960,  a  Study  in  the 
History  of  the  English  Adult  Education  Movement,  Routledge,  London,  1961.  Com¬ 
parison  between  the  ideas  of  two  giant  contemporaries  can  be  gained  from  Andreas  M. 
Kazamias  (ed.),  Hebert  Spencer  on  Education,  Teachers  College  Press,  New  York, 
1966  and  John  Henry  Cardinal  Newman,  The  Idea  of  a  University,  Doubleday  New 
York,  1959. 

Education  in  France  The  most  penetrating  recent  study  of  French  education  is  John 
E.  Talbott,  The  Politics  of  Educational  Reform  in  France,  1918-1940,  Princeton 
University  Press,  Princeton,  N.J.,  1969.  Other  perspectives  on  the  relation  of  pohtics 
and  education  can  be  gained  from;  Carleton  J.  H.  Hayes,  Frcnce,  a  Nation  of  Patriots, 
Columbia  University  Press,  New  York,  1930;  Donald  W.  Miles,  Recent  Reforms  in 
French  Secondary  Education,  Bureau  of  Publications,  Teachers  College,  New  York, 
1953;  and  John  W.  Padberg,  Colleges  in  Controversy:  the  Jesuit  Schools  in  France 
from  Revival  to  Suppression,  1815-1880.  Harvard  University  Press,  Cambridge  Mass 
1969. 

Education  in  Germany  Fascinating  differences  of  outlook  on  German  education  are 
to  be  found  in  comparing  such  pre-Nazi  studies  as  those  by  Thomas  Alexander  and 
Beryl  Parker,  The  New  Education  in  the  German  Republic,  John  Day,  New  York, 
1929  and  Abraham  Flexner,  Universities,  English,  German,  American,  Oxford  Univer¬ 
sity  Press,  New  York,  1930  (reprinted  by  Teachers  College  Press,  New  York,  1967) 
with  post-Nazi  studies  of  education  as:  Isaac  L.  Kandel,  The  Making  of  Nazis,  Bureau 
of  Pubhcations,  Teachers  College,  New  York,  1935;  Frederick  Lilge,  The  Abuse  of 
Learning:  the  Failure  of  the  German  University,  Macmillan,  New  York,  1948;  Fritz 
Ringer,  The  Decline  of  the  German  Mandarins:  the  German  Academic  Community, 
1890-1933,  Harvard  University  Press,  Cambridge,  Mass.,  1969;  and  R.  N.  Samuel  and 
R.  Hinton  Thomas,  Education  and  Society  in  Modern  Germany,  Routledge  London 
1949. 

Education  in  Russia  For  information  on  Russian  education  in  addition  to  the  titles 
on  p.  586  see:  Jaan  Pennar,  Ivan  1.  Bakalo,  and  George  Z.  F.  Beieday,  Modernization 
and  Diversity  in  Soviet  Education,  with  Special  Reference  to  Nationality  Groups, 
Praeger,  New  York,  1971;  George  S.  Counts,  The  Challenge  of  Soviet  Education, 
McGraw-Hill,  New  York,  1957;  George  Z.  F.  Bereday  and  Jaan  Pennar  (eds.).  The 
Politics  of  Soviet  Education,  Praeger,  New  York,  1960;  George  Z.  F.  Bereday,  William 
W.  Brickman,  and  Gerald  H.  Read  (eds.),  The  Changing  Soviet  School,  Houghton 
Mifflin,  Boston,  1960;  Seymour  M.  Rosen,  Education  and  Modernization  in  the  USSR, 
Addison-Wesley,  Reading,  Mass.,  1971;  Alexander  Vucinich,  Science  in  Russian  Cul¬ 
ture,  1861-1917,  Stanford  University  Press,  Stanford,  Calif.,  1970;  Loren  R.  Graham, 
Science  and  Philosophy  in  the  Soviet  Union,  Knopf,  New  York,  1972;  William  K. 
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Medlin,  Education  and  Development  in  Central  Asia,  E.  J.  Brill,  Leiden,  The  Nether¬ 
lands,  1971;  Nigel  Grant,  Soviet  Education,  Penguin,  Baltimore,  Md.,  1964;  and 
Nicholas  DeWitt,  Education  and  Professional  Employment  in  the  U.S.S.R,,  National 
Science  Foundation,  Washington,  D.C.,  1961. 


CHAPTER  XIL 

THE  MODERNIZING  MOMENTUM  OF  AMERICAN  EDUCATION 
(1700  A.D.-1860S  A.D.) 

General  Studies  of  American  Education  The  best  general  volume  on  American 
education  in  the  eighteenth  century  is  Lawrence  A.  Citmin,  American  Education:  The 
Colonial  Experience,  1607-1783,  Harper  &  Row,  New  York,  1970;  his  second  volume 
will  deal  with  the  United  States  in  the  nineteenth  century  (to  1876).  There  is  a 
wealth  of  reading  on  the  development  of  the  American  pubhc  school:  A.  O.  Hansen, 
Liberalism  and  American  Education  in  the  Eighteenth  Century,  Macmillan,  New  York, 
1926  is  brought  up  to  date  by  Frederick  Rudolph  (ed.),  Essays  on  Education  in  the 
Early  Republic,  Harvard  University  Press,  Cambridge,  Mass.,  1965;  and  Rush  Welter 
(ed.),  American  Writings  on  Popular  Education;  the  Nineteenth  Century,  Bobbs- 
Merrill,  Indianapohs,  Ind.,  1971. 

Society  and  Education  The  context  of  early  nineteenth-century  education  is  vividly 
portrayed  by:  Rush  Welter,  Pop w/ar  Education  and  Democratic  Thought  in  America, 
Columbia  University  Press,  New  York,  1962;  Alice  Tyler,  Freedom’s  Ferment; Phases 
of  American  Social  History  from  the  Colonial  Period  to  the  Outbreak  of  the  Civil  War, 
Harper  Torchbooks,  New  York,  1962;  and  Maxine  Greene,  The  Public  School  and  the 
Private  Vision;  a  Search  for  America  in  Education  and  Literature,  Random  House, 
New  York,  1 965. 

For  recent  studies  of  women,  the  family,  childhood,  and  youth,  see:  ‘‘The 
History  of  the  Family,”  The  Journal  of  Interdisciplinary  History,  vol.  2,  no.  2, 
Autumn,  1971;  Robert  H.  Bremmer  (ed.X  Children  and  Youth  in  America,  a  Docu¬ 
mentary  History,  3  vols..  Harvard  University  Press,  Cambridge,  Mass.,  1970-71;  and 
Oscar  Handlin  and  Mary  Handlin,  Facing  Life:  Youth  and  the  Family  in  American 
History,  Little,  Brown,  Boston,  1971. 

The  role  of  the  public  school  is  stressed  in:  Lawrence  A.  Cremin,  The  American 
Common  School;  an  Historic  Concept,  Bureau  of  Publications,  Teachers  College,  New 
York,  1961;  Michael  B.  Katz,  The  Irony  of  Early  School  Reform;  Educational 
Innovation  in  Mid-Nineteenth  Century  Massachusetts,  Harvard  University  Press,  Cam¬ 
bridge,  Mass.,  1968;  Lawrence  A.  Cremin  (ed.),  The  Republic  and  the  School;  Horace 
Mann  on  the  Education  of  Free  Men,  Bureau  of  Publications,  Teachers  College,  New 
York,  1957;  Gordon  C.  Lee  (ed.),  Crusade  Against  Ignorance;  Thomas  Jefferson  on 
Education,  Bureau  of  Publications,  Teachers  College,  New  York,  1961;  and  Roy  J. 
Honeywell  (ed.).  The  Educational  Work  of  Thomas  Jefferson,  Harvard  University 
Press,  Cambridge,  Mass.,  1931. 

Religion  and  Public  Education  The  critical  role  of  reUgion  in  the  struggle  for  public 
education  is  dealt  with  by:  R.  Freeman  Butts,  The  American  Tradition  in  Religion 
and  Education,  Beacon  Press,  Boston,  1950;  Robert  M.  Healey, /e/jTersan  on  Religion 
in  Public  Education,  Yale  University  Press,  New  Haven,  Conn.,  1962;  Herbert  M. 
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Kliebard  (ed.),  Religion  and  Education  in  America:  A  Documentary  History,  Interna¬ 
tional  Textbook,  Scranton,  Pa.,  1969;  and  Vincent  Lannie,  Public  Money  and  Paro¬ 
chial  Education,  Case  Western  Reserve  University  Press,  Cleveland,  Ohio,  1968. 


Secondary  Education  The  challenge  to  the  classical  tradition  by  the  practical  trend 
in  secondary  education  can  be  traced  in:  Robert  Middlekauf,  Ancients  and  Axioms; 
Secondary  Education  in  Eighteenth  Century  New  England,  Yale  University  Press,  New 
Haven,  Conn.,  1963;  Theodore  Sizer  (ed.),  The  Age  of  the  Academies,  Teachers 
College  Press,  New  York,  1964;  Harriet  Webster  Marr,  Old  New  England  Academies 
Before  1826,  Comet  Press,  New  York,  1959;  Thomas  Woody  Educational  Views 
of  Benjamin  Franklin,  McGraw-Hill,  New  York,  1931;  John  Hardin  Best,  Benjamin 
Franklin  on  Education,  Teachers  College  Press,  New  York,  1962;  Robert  F.  Seybolt, 
The  Evening  School  in  Colonial  America,  University  of  Illinois  Press,  Urbana,  1925; 
Robert  F.  Seybolt,  Source  Studies  in  American  Colonial  Education:  The  Private 
School,  University  of  Illinois  Press,  Urbana,  1925;  and  Robert  F.  Seybolt,  The  Private 
Schools  of  Colonial  Boston,  Harvard  University  Press,  Cambridge,  Mass.,  1935;  Tho¬ 
mas  Woody,  A  History  of  Women's  Education  in  the  United  States,  2  vols..  Science 
Press,  New  York,  1929  (reprinted  by  Octagon  Books,  New  York,  1966);  and  Frank 
Tracy  Carlton,  Economic  Influences  upon  Educational  Progress  in  the  United  States, 
1820-1 850,  JesLcheis  College  Press,  New  York,  1965. 


Higher  Education  The  struggles  over  popularization  and  professionalization  of  higher 
education  are  treated  in:  Donald  G.  Tewksbury,  The  Founding  of  American  Colleges 
and  Universities  Before  the  Civil  War,  Teachers  College  Press,  New  York,  1932, 
(reissued  by  Arno  Press,  New  York,  1969);  R.  Freeman  Butts,  The  College  Charts  its 
Course,  McGraw-Hill,  New  York,  1939  (reissued  by  Arno  Press,  New  York,  1972); 
Douglas  M.  Sloan,  The  Scottish  Enlightenment  and  the  American  College  Ideal, 
Teachers  College  Press,  New  York,  1971;  Theodore  R.  Crane  (ed.),  The  Colleges  and 
the  Public,  1787-1862,  Teachers  College  Press,  New  York,  1963;  David  B.  Tyack, 
George  Ticknor  and  the  Boston  Brahmins,  Harvard  University  Press,  Cambridge,  Mass., 
1967;  Frederick  Rudolph,  The  American  College  and  University;  a  History,  Vintage 
Books,  New  York,  1965;  John  S.  Brubacher  and  Willis  Rudy,  Higher  Education  in 
Transition;  a  History  of  American  Colleges  and  Universities,  rev.  ed..  Harper  &  Row, 
New  York,  1968;  Richard  Hofstadter,  The  Development  of  Academic  Freedom  in  the 
United  States;  The  Age  of  the  College,  Columbia  University  Press,  New  York,  1964; 
Richard  Hofstadter  and  Wilson  Smith  (eds.),^werto«  Higher  Education;  a  Documen¬ 
tary  History,  University  of  Chicago  Press,  Chicago,  1961,  vol.  1;  and  Merle  E. 
Borrowman  (ed.).  Teacher  Education  in  America;  a  Documentary  History,  Teachers 
College  Press,  New  York,  1965. 


Typical  School  Books  Insights  into  pedagogy  can  be  obtained  from:  Mitford  M. 
Mathews,  Teaching  to  Read:  Historically  Considered,  University  of  Chicago  Press,  Chi¬ 
cago,  1966;  Paul  Leicester  Ford,  The  New  England  Primer,  Teachers  College  Press, 
New  York,  1962;  Noah  Webster's  American  Spelling  Book,  Teachers  College  Press, 
New  York,  1962;  Q.n6McGuffey's  Fifth  Eclectic  Reader,  1879  Edition,  New  American 
Library,  New  York,  1962. 
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CHAPTER  XIII. 

THE  AMERICAN  FAITH  IN  MASSIVE  EDUCATIONAL  ENDEAVOR 
(1860s  A.D.-THE  PRESENT) 

General  Interpretations  For  an  overall  picture  of  American  education  from  the  Civil 
War  to  the  mid-1950s,  see  R.  Freeman  Butts  and  Lawrence  A.  Cremin,  A  History  of 
Education  in  American  Culture,  Holt,  New  York,  1953.  The  definitive  work,  when  it  is 
finished,  will  be  the  third  volume  of  Lawrence  A.  Cremin,  American  Education, 
Harper  &  Row.  Meanwhile,  differing  views  on  the  popularization  of  American  educa¬ 
tion  are  given  in:  Lawrence  A.  Cremin,  The  Genius  of  American  Education,  University 
of  Pittsburgh  Press,  Pittsburgh,  Pa.,  1965;  Henry  J.  Perkinson,  The  Imperfect  Pana~ 
caea;  American  Faith  in  Education,  1865-1965,  Random  House,  New  York,  1968; 
Michael  B.  Katz  (ed.),  School  Reform:  Past  and  Present,  Little,  Brown,  Boston,  1971; 
and  S-  Alexander  Rippa,  Education  in  a  Free  Society,  An  American  History,  2d.  ed., 
McKay,  New  York,  1971. 

Education  of  Women.  Among  the  educationally  disadvantaged  groups  in  America 
women  were  among  the  first  to  gain  the  attention  of  historians,  but  much  more  work 
needs  to  be  done.  Among  the  useful  works  thus  far  are:  Thomas  Woody,  A  History 
of  Women  ’s  Education  in  the  United  States,  Science  Press,  1929,  vol.  2  (reprinted  by 
Octagon  Books,  New  York,  1966);  Louise  Boas,  Women’s  Education  Begins;  the  Rise 
of  the  Women’s  Colleges,  Wheaton  College  Press,  Newton,  Mass.,  1935;  and  Mable 
Newcomer,  A  Century  of  Higher  Education  for  American  Women,  Harper  &  Row, 
New  York,  1959. 

Education  of  Blacks  General  histories  of  Negro  education  have  been  relatively  few. 
They  include:  Horace  Mann  Bond,  The  Education  of  the  Negro  in  the  American  Social 
Order,  Prentice-Hall,  Englewood  Cliffs,  N.J.,  1934  (reissued  by  Octagon  Press,  New 
York,  1966);  D.  O.  W.  Holmes,  The  Evolution  of  the  Negro  College,  Bureau  of 
Publications,  Teachers  College,  New  York,  1934;  Henry  Allen  Bullock,  A  History  of 
Negro  Education  in  the  South:  From  1619  to  the  Present,  Harvard  University  Press, 
Cambridge,  Mass.,  1967;  Louis  R.  Harlan,  Separate  and  Unequal;  Public  School 
Campaigns  and  Racism  in  the  Southern  Seaboard  States,  1901-1915,  Atheneum,New 
York,  1968.  The  outpouring  during  the  1960s  of  publications  about  black  history  has 
not  particularly  stressed  the  history  of  education,  but  rather  the  history  of  literary 
expression.  A  very  useful  comparative  study  is  Carl  N.  Degler,  Neither  Black  Nor 
White;  Slavery  and  Race  Relations  in  Brazil  and  the  United  States,  Macmillan,  New 
York,  1971 .  Two  volumes  that  deal  especially  with  the  integration-separation  problem 
are  Harold  Cruse,  The  Crisis  of  the  Negro  Intellectual,  Morrow,  New  York,  1967  and 
John  H.  Bracey,  Jr.  et  al.  (eds.).  Black  Nationalism  in  America,  Bobbs-Merrill,  Indiana¬ 
polis,  Ind.,  1970. 

Education  of  American  Indians  General  histories  of  American  Indian  education  are 
even  fewer  than  those  about  black  education.  Although  the  specialized  literature  is 
vast,  it  needs  organization  and  interpretation  such  as  that  by  Brewton  Perry,  The 
Education  of  American  Indians;  a  Survey  of  the  Literature,  prepared  for  the  Special 
Subcommittee  on  Indian  Education  of  the  Committee  on  Labor  and  Public  Welfare, 
U.S.  Senate,  Government  Printing  Office,  Washington,  D.C.,  1969.  A  good  overall 
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historical  account  which  contains  a  good  deal  of  information  on  education  is  William 
T.  Hogan,  American  Indians,  University  of  Chicago  Press,  Chicago,  1961.  An  impor¬ 
tant,  somewhat  more  specialized,  study  that  bears  heavily  on  education  is  Hazel  W. 
Hertzberg,  The  Search  for  an  Indian  Identity;  Modern  Pan-Indian  Movements,  Syra¬ 
cuse  University  Press,  Syracuse,  N.Y.,  1971.  Nineteenth-century  attitudes  of  the 
founder  of  Carlisle  Indian  School  can  be  viewed  in  Richard  Henry  Pratt,  Battlefield 
and  Classroom:  Four  Decades  with  the  American  Indian,  1867-1904,  Yale  University 
Press,  New  Haven,  Conn.,  1964. 

Education  of  Spanish-Speaking  Americans  General  histories  of  Mexican- American 
education  are  the  scarcest  of  those  for  any  of  the  major  minority  groups.  Beginnings 
were  made  by  George  1.  Sanchez,  Concerning  Segregation  of  Spanish  Speaking  Chil¬ 
dren  in  the  Public  Schools,  University  of  Texas  Press,  Austin,  1951  and  Herschel  T. 
Manuel,  Spanish  Speaking  Children  of  the  Southwest;  Their  Education  and  the  Public 
Welfare,  University  of  Texas  Press,  Austin,  1965.  An  important  ideological  framework 
is  provided  by  Stan  Steiner,  La  Raza;  the  Mexican  Americans,  Harper  Colophon,  New 
York,  1969.  A  useful  historical  framework  for  viewing  education  is  given  in  Wayne 
Moquin  et  al.  (eds.),  A  Documentary  History  of  the  Mexican  Americans,  Praeger,  New 
York,  1971. 

American  Educational  Thought  The  ideology  of  traditional  versus  modern  views  of 
American  educators  can  be  traced  in  Merle  Curti,  The  Social  Ideas  of  American 
Educators,  Littlefield,  Adams,  Totowa,  N.J.,  1966  and,  especially  for  the  humanists 
and  intellectualists,  R.  Freeman  Butts,  The  College  Charts  Its  Course,  McGraw-Hill, 
New  York,  1939  (reissued  by  Arno  Press,  New  York,  1972).  The  writings  of  key 
individuals  and  recent  commentaries  on  them  are  dealt  with  in:  Martin  S.  Dworkin 
(ed.),  William  T.  Harris  on  Education,  Teachers  College  Press,  New  York,  forthcoming; 
Charles  Strickland  and  Charles  Burgess  (eds.),  Health,  Growth,  and  Heredity;  G. 
Stanley  Hall  on  Natural  Education,  Teachers  College  Press,  New  York,  1965;  Edward 
A.  Krug  (ed.),  Charles  W.  Eliot  on  Popular  Education,  Teachers  College  Press,  New 
York,  1961;  Geraldine  M.  Joncich  (ed.),  Psychology  and  the  Science  of  Education; 
Selected  Writings  of  Edward  L,  Thorndike,  Teachers  College  Press,  New  York,  1962. 

Progressive  Education  The  modernization  of  educational  programs,  especially  with 
the  ideological  and  organizational  underpinnings  of  progressive  education,  is  treated 
comprehensively  and  discerningly  in  Lawrence  A.  Cremin,  The  Transformation  of  the 
School;  Progressivism  in  American  Education,  1876-1957,  Knopf,  New  York,  1961; 
and,  on  more  specific  topics  within  a  similar  framework,  is:  Jack  K.  Campbell,  Colonel 
Francis  W.  Parker,  the  Children’s  Crusader,  Teachers  College  Press,  New  York,  1968; 
Sol  Cohen,  Progressives  and  Urban  School  Reform;  the  Public  Education  Association 
of  New  York  City,  1895-1954,  Teachers  College  Press,  New  York,  1964;  and  Patricia 
Albjerg  Graham,  Progressive  Education;  From  Arcady  to  Academe,  a  History  of  the 
Progressive  Education  Association,  Teachers  College  Press,  New  York,  1967. 

Secondary  and  Higher  Education  Among  the  many  general  historical  studies  of 
secondary,  technical,  higher,  and  professional  education,  the  following  are  particularly 
useful  for  the  modernization  theme:  Edward  A.  Krug,  The  Shaping  of  the  American 
High  School,  Harper  &  Row,  New  York,  1964;  Bernice  M.  Fisher,  Industrial  Educa¬ 
tion:  American  Ideals  and  Institutions,  University  of  Wisconsin  Press,  Madison,  1967; 
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Frederick  Rudolph,  The  American  College  and  University,  a  History,  Knopf,  New 
York,  1962;  Laurence  R.  Veysey,  The  Emergence  of  the  American  University,  Univer¬ 
sity  of  Chicago  Press,  Chicago,  1965;  Walter  Metzger,  The  Development  of  Academic 
Freedom  in  the  United  States;  The  Age  of  the  University,  Columbia  University  Press, 
New  York,  1964;  John  S.  Brubacher  and  Willis  Rudy ,  Higher  Education  in  Transition] 
a  History  of  American  Colleges  and  Universities,  1636-1968,  rev.  ed.,  Harper  &  Row, 
New  York,  1968;  Bernard  Berelson,  Graduate  Education  in  the  United  States,  Mc¬ 
Graw-Hill,  New  York,  1960;  Merle  E.  Borrowman  (ed.),  Teacher  Education  in  Ameri¬ 
ca;  a  Documentary  History,  Teachers  College  Press,  New  York,  1965;  and  Merle  E. 
Borrowman,  The  Liberal  and  the  Technical  in  Teacher  Education;  a  Historical  Survey 
of  American  Thought,  Teachers  College  Press,  New  York,  1956. 

Contemporary  sociological  studies  that  call  into  question  America’s  historic  faith 
in  popular  education  as  a  means  for  achieving  social  and  economic  equality  are  assayed 
in  Frederick  Mosteller  and  and  Daniel  Patrick  Moynihan  (eds.),  On  Equality  of 
Educational  Opportunity,  Random  House,  New  York,  1972  and  Christopher  Jencks  et 
al.,  Inequality:  A  Reassessment  of  the  Effect  of  Family  and  Schooling  in  America, 
Basic  Books,  New  York,  1972. 


CHAPTER  XIV. 

EDUCATION  IN  THE  “CIVILIZING  MISSION”  OF  THE  WEST 
(1700  A.D.-1860S  A.D.) 

The  Transplantation  of  Western  Education  in  European-oriented  Overseas  Societies 
Discussions  of  the  dispersion  of  Western  education  through  the  transplantation  of 
essentially  European  societies  to  various  parts  of  the  world  may  be  found  in:  Charles 
E.  Philhps,  The  Development  of  Education  in  Canada,  The  Ryerson  Press,  Toronto, 
1957;  J.  Donald  Wilson  et  al.  (eds.),  Canadian  Education:  A  History,  Prentice-Hall, 
Scarborough,  Ontario,  1970;  A.  G.  Austin,  Australian  Education,  1 788-1900;  Church, 
State,  and  Public  Education  in  Colonial  Australia,  Pitman,  Melbourne,  1961;  R. 
Freeman  Butts,  Assumptions  Underlying  Australian  Education,  Bureau  of  Publica¬ 
tions,  Teachers  College,  New  York,  1955;  John  L.  Ewing,  Origins  of  the  New  Zealand 
Primary  School  Curriculum,  1840-1878,  New  Zealand  Council  for  Educational  Re¬ 
search,  Wellington,  1960;  Charles  Henry  Schutter,  The  Development  of  Education  in 
Argentina,  Chile,  and  Uruguay,  University  of  Chicago,  Department  of  Education, 
Chicago,  1943;  Robert  J.  Havighurst  and  J.  Roberto  Moreira,  Society  and  Education  in 
Brazil,  University  of  Pittsburgh  Press,  Pittsburgh,  Pa.,  1965;  Shirley  C.  Gordon,  A 
Century  of  West  Indian  Education,  Longmans,  London,  1963;  and  Juan  J.  Osuna,  A 
History  of  Education  in  Puerto  Rico,  Editorial  de  la  Universidad  de  Puerto  Rico,  Rio 
Piedras,  1949. 

Western  Education  and  Defensive  Modernization  of  Non-European  Societies  Exam¬ 
ples  of  the  uses  of  education  in  defensive  modernization  may  be  found  in:  Herbert 
Passin,  Society  and  Education  in  Japan,  Teachers  College  Press,  New  York,  1965; 
Marius  B.  Jansen  and  Lawrence  Stone,  “Education  and  Modernization  in  Japan  and 
England,”  Comparative  Studies  in  Society  and  History,  vol.  9,  pp.  208-232,  January 
1967;  R.  P.  Dore,  Education  in  Tokugawa  Japan,  University  of  California  Press, 
Berkeley  and  Los  Angeles,  1965;  R.  P.  Dore,  “Education,”  in  Robert  E.  Ward  and 
Dankwart  A.  Rustow  (eds.),  Political  Modernization  in  Japan  and  Turkey,  Princeton 
University  Press,  Princeton,  N.J.,  1964,  pp.  176-204;  Ronald  S.  Anderson,  Japan: 
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Three  Epochs  of  Modern  Education,  U.S.  Government  Printing  Office,  Washington 
D.C.,  1959;  Knight  Biggerstaff,  The  Earliest  Modern  Government  Schools  in  China 
Cornell  University  Press,  Ithaca,  N.Y.,  1961;  Chang-tu  Hu  (ed.),  Chinese  Education 
under  Cotnmunism,  Bureau  of  Publications,  Teachers  College,  New  York,  1962- 
Stewart  Fraser  (ed.),  Chinese  Communist  Education;  Records  of  the  First  Decade, 
Vanderbilt  University  Press,  Nashville,  Tenn.,  1965;  Y.  C.  Wang,  Chinese  Intellectuals 
and  the  West,  1872-1949,  University  of  North  Carolina  Press,  Chapel  Hill,  1966; 
Andreas  M.  Kazamias,  Education  and  the  Quest  for  Modernity  in  Turkey,  University 
of  Chicago  Press,  Chicago,  1966;  David  K.  Wyatt,  The  Politics  of  Reform  in  Thailand; 
Education  in  the  Reign  of  King  Chulalongkorn,  Yale  University  Press,  New  Haven, 
Conn.,  1969;  Vartan  Gregorian,  The  Emergence  of  Modern  Afghanistan;  Politics  of 
Reform  and  Modernization  1880-1946,  Stanford  University  Press,  Stanford,  Calif., 
1969;  Robert  L.  Hess,  Ethiopia;  The  Modernization  of  Autocracy,  Cornell  University 
Press,  Ithaca,  N.Y.,  1 970;  Charles  C.  Cumberland,  Afe;c!Co,  the  Struggle  for  Modernity, 
Oxford  University  Press,  New  York,  1968;  George  C.  Booth,  Mexico’s  School  Made 
Society,  Stanford  University  Press,  Stanford,  Calif.,  1941 ;  George  I.  Sanchez,  Mexico.- 
A  Revolution  by  Education,  Viking,  New  York,  1936;  George  F.  Kneller,  The  Educa¬ 
tion  of  the  Mexican  Nation,  Columbia  University  Press,  New  York,  1951;  Charles  Nash 
Myers,  Education  and  National  Development  in  Mexico,  Industrial  Relations  Section, 
Department  of  Economics,  Princeton  University,  Princeton,  N.J.,  1965;  Richard  r! 
Fagen,  The  Transformation  of  Political  Culture  in  Cuba,  Stanford  University  Press, 
Stanford,  Calif.,  1969;  and  William  W.  Brickman  {ed.),  John  Dewey,  Impressions  of 
Soviet  Russia  and  the  Revolutionary  World-Mexico,  China,  Turkey,  Bureau  of  Publi¬ 
cations,  Teachers  College,  New  York,  1964. 


Education  and  the  Civilizing  Mission  I  know  of  no  single  comprehensive  study  of  the 
civilizing  mission  as  a  worldwide  educational  force.  It  is  a  particularly  fertile  field  for 
historical  research.  Inevitably  it  must  be  linked  with  Christian  missionizing  on  one  side 
and  Western  imperialism  on  the  other.  Particularly  useful  studies  are  D.  K.  Fieldhouse, 
The  Colonial  Empires;  a  Comparative  Survey  from  the  Eighteenth  Century,  Delacorte 
Press,  and  Philip  D.  Curtin,  The  Image  of  Africa;  British  Ideas  and  Action.  1 780-1850, 
University  of  Wisconsin  Press,  Madison,  1964.  An  especially  germinal  study  that  links 
the  two  forces  with  education  is  Charles  H.  Lyons,  ‘To  Wash  an  Aethiop  White”; 
British  Ideas  about  Black  African  Educability,  1530-1960,  Teachers  College  Press,  New 
York,  1973.  The  story  of  the  British  educational  mission  in  various  parts  of  the  world 
is  contained  in  Brian  Holmes  (ed.).  Educational  Policy  and  the  Mission  Schools;  Case 
Studies  from  the  British  Empire,  Routledge,  London,  1967.  A  special  case  is  personal¬ 
ized  in  Jonathan  Spence,  To  Change  China;  Western  Advisers  in  China,  1620-1960, 
Little,  Brown,  Boston,  1969.  The  worldwide  spread  of  Anglican  missions  is  detailed  in 
Henry  P.  Thompson,  Into  All  Lands:  The  History  of  the  Society  for  the  Propagation 
of  the  Gospel  in  Foreign  Parts,  1701-1950,  Society  for  Promoting  Christian 
Knowledge,  London,  1951  and  in  Hans  Cnattingius,  Bishops  and  Societies:  A  Study  of 
Anglican  Colonial  and  Missionary  Expansion,  1698-1850,  Society  for  Promoting 
Christian  Knowledge,  London,  1952. 

Educating  Africans  in  Africa  Civilizing  the  black  African  through  education  in  his 
homeland  is  illustrated  not  only  in  Lyons,  but  also  in:  D.  L.  Summer,  Education  in 
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Sierra  Leone,  Government  of  Sierra  Leone,  Freetown,  1963;  J.  F.  Ade  Ajayi,  Christian 
Missions  in  Nigeria,  1841-1891;  The  Making  of  a  New  Elite,  Northwestern  University 
Press,  Evanston,  Ill.,  1965;  Harris  W.  Mobley,  The  Ghanaians’  Image  of  the  Missionary; 
an  Analysis  of  the  Published  Critiques  of  Christian  Missionaries  by  Ghanaians,  Brill, 
Leiden,  Netherlands,  1 970,  the  early  chapters  in  Philip  J.  Foster,  Education  and  Social 
Change  in  Ghana,  University  of  Chicago  Press,  Chicago,  1965;  David  B.  Abemethy, 
The  Political  Dilemma  of  Popular  Education;  an  African  [Nigerian]  Case,  Stanford 
University  Press,  Stanford,  Calif.,  1969;  and  Philip  D.  Curtin  (ed.),  Africa  and  the 
West;  Intellectual  Responses  to  European  Culture,  University  of  Wisconsin  Press 
Madison,  1972.  ’ 


Educating  Indians  in  India  Th©  6arly  British  educational  effort  in  India  is  described 
in:  Bruce  McCully,^/7^/w/2  Education  and  the  Origins  of  Indian  Nationalism,  Columbia 
University  Press,  New  York,  1940,  (reprinted  by  Peter  Smith,  Gloucester,  Mass., 
1966);  Syed  Nurullah  and  J.  P.  Naik,  A  Students'  History  of  Education  in  India 
(1800-1965),  rev.  ed.,  Macmillan,  Bombay,  1971;  Eric  Ashby  and  Mary  Anderson, 
Universities,  British,  Indian,  African;  a  Study  in  the  Ecology  of  Higher  Education] 
Harvard  University  Press,  Cambridge,  Mass.,  1966;  and  S.  N.  Mukerji,  The  History  of 
Education  in  India,  Modern  Period,  5th  ed.,  Acharya  Book  Depot,  Baroda,  1966. 


Educating  Africans  in  America  For  the  civilizing  as  well  as  the  uncivilized  treatment 
of  black  Africans  in  the  Americas  see  David  Brion  Davis,  The  Problem  of  Slavery  in 
Western  Culture,  Cornell  University  Press,  Ithaca,  N.Y.,  1966  and  Winthrop  Jordan, 
White  over  Black,  American  Attitudes  toward  the  Negro,  1550-1812,  University  of 
North  Carolina  Press,  Chapel  Hill,  1968.  For  slavery  in  North  America  see  Kenneth  H. 
Stampp,  The  Peculiar  Institution:  Slavery  in  the  Ante-Bellum  South,  Vintage,  New 
York,  1956  and  Stanley  Elkins,  Slavery,  a  Problem  in  American  Institutional  and 
Intellectual  Life,  University  of  Chicago  Press,  Chicago,  1959.  For  the  education  of 
Negro  slaves  and  freedmen,  see:  Marcus  Laboring  and  Dependent  Classes 

in  Colonial  A  merica,  1607-1  783,  University  of  Chicago  Press,  Chicago,  1931;  Carter  G. 
Woodson,  The  Education  of  the  Negro  Prior  to  1861:  A  History  of  the  Education  of 
the  Colored  People  of  the  United  States  from  the  Beginning  of  Slavery  to  the  Civil 
War,  Arno  Press,  New  York,  1968;  and  Henry  Allen  Bullock,  A  History  of  Negro 
Education  in  the  South  from  1619  to  the  Present,  Harvard  University  Press,  Cam¬ 
bridge,  Mass.,  1967. 


Educating  Indians  in  America  The  attempts  to  “civilize”  the  American  Indian 
through  education  have  not  yet  received  full-scale  treatment  in  published  form.  A 
useful  essay  and  bibliography,  including  missions  and  education,  is  contained  in 
William  N.  Fenton,  American  Indian  and  White  Relations  to  1 830;  Needs  and  Oppor¬ 
tunities  for  Study,  Russell  and  Russell,  New  York,  1957.  For  a  general  study  that  does 
not  deal  particularly  with  education  see  Roy  Harvey  Pearce,  The  Savages  of  America:  A 
Study  of  the  Indian  and  the  Idea  of  Civilization,  Johns  Hopkins  University  Press, 
Baltimore,  Md.,  1965.  For  a  specialized  study  that  does  deal  with  education,  see  John 
Calam,  Parsons  and  Pedagogues:  The  S.P.G.  Adventure  in  American  Education,  Colum¬ 
bia  University  Press,  New  York,  1971. 
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CHAPTER  XV. 

EDUCATION  AND  WESTERN  IMPERIALISM 
(1860s  A.D.-THE  PRESENT) 

The  Ideology  and  Practice  of  Imperialism  For  important  post-Marxist-Leninist  analy¬ 
ses  of  imperialism,  see  such  illuminating  essays  as  those  by:  Richard  Koebner  and 
Helmut  Dan  Schmidt,  Imperialism:  The  Story  and  Significance  of  a  Political  Word 
1840-1960,  Cambridge  University  Press,  London,  1965;  A.  P.  Thornton,  Doctrines  of 
Imperialism,  WUey,  New  York,  1965;  George  Lichtheim,  Imperialism,  Praeger,  New 
York,  1971;  and  Philip  D.  Curtin  (ed.).  Imperialism,  Harper  &  Row,  New  York,  1 97 1 
For  studies  that  range  over  several  areas  of  the  world  see:  D.  K.  Fieldhouse,  The 
Colonial  Empires;  a  Comparative  Study  from  the  Eighteenth  Century,  Delacorte  Press 
New  York,  1967;  Stewart  C.  Easton,  The  Rise  and  Fall  of  Western  Colonialism;  a 
Historical  Survey  from  the  Early  Nineteenth  Century  to  the  Present,  Praeger,  New 
York,  1964;  and  Albert  Memmi,  The  Colonizer  and  the  Colonized,  Beacon  Press 
Boston,  1965. 

For  studies  of  imperiaUsm  in  specific  parts  of  the  world  see:  Colonialism  in 
Africa,  vol.  1,  The  History  andPolitics  of  Colonialism,  1870-1914,  vol.  2,  The  History 
and  Politics  of  Colonialism,  1914-1960,  L.  H.  Gann  and  Peter  Duignan  (e’ds.),  and  vol 
3,  Profiles  of  Change:  African  Society  and  Colonial  Rule,  Victor  Turner  (ed) 
Cambridge  University  Press,  London,  1969;  Ronald  Robinson  et  al.,  Africa  and  the 
Victorians;  the  Climax  of  Imperialism,  Anchor  Books,  Garden  City,  N.Y.,  1968' 
Christine  Bolt,  Victorian  Attitudes  to  Race,  Routledge,  London,  1971;  John  K. 
Fairbank,  Edwin  O.  Reischauer,  and  Albert  M.  Craig,  A  History  of  East  Asian 
Civilization,  vol.  2,  The  Modern  Transformation,  Houghton  Mifflin,  Boston,  1965; 
Edward  AUworth,  Central  Asia:  A  Century  of  Russian  Rule,  Columbia  University 
Press,  New  York,  1967;  David  Healy,  United  States  Expansionism:  The  Imperialist 
Urge  in  the  1890’s,  University  of  Wisconsin  Press,  Madison,  1970;  E.  Berkeley 
Tompkins,  Anti-Imperialism  in  the  United  States,  the  Great  Debate  1890-1920 
University  of  Pennsylvania  Press,  Philadelphia,  1970;  and  Gordon  K.  Lewis,  Puerto 
Rico:  Freedom  and  Power  in  the  Caribbean,  Harper  &  Row,  New  York,  1968. 


The  Retreat  from  Imperialism  and  the  Decolonization  of  Education  The  decline  of 
imperialism  is  stressed  in:  C.  E.  Black,  The  Dynamics  of  Modernization;  a  Study  in 
Comparative  History,  Harper  &  Row,  New  York,  1966;  Rupert  Emerson,  From 
Empire  to  Nation;  the  Rise  to  Self-Assertion  of  Asian  and  African  Peoples,  Beacon 
Press,  Boston,  1960;  Hans  Kohn,  The  Age  of  Nationalism;  the  First  Era  of  Global 
History,  Harper  Torchbooks,  New  York,  1962;  Gunnar  Myrdal,  Asian  Drama;  an 
Inquiry  into  the  Poverty  of  Nations,  3  vols..  Random  House,  New  York,  1968;  Fritz 
Fanon,  A  Dying  Colonialism,  Grove,  New  York,  1965;  Richard  B.  Morris,  The 
Emerging  Nations  and  the  American  Revolution,  Harper  &  Row,  New  York,  1970; 
David  C.  Gordon,  Self-Determination  and  History  in  the  Third  World,  Princeton 
University  Press,  Princeton,  N.J.,  1971;  Guy  Hunter,  Modernizing  Peasant  Societies;  a 
Comparative  Study  in  Asia  and  Africa,  Oxford  University  Press,  New  York,  1969; 
Henry  Wells,  The  Modernization  of  Puerto  Rico;  a  Political  Study  of  Changing  Values 
and  Institutions,  Harvard  University  Press,  Cambridge,  Mass.,  1969;  and  “Decoloniza¬ 
tion  and  Education,”  Comparative  Education  Review,  vol.  15,  no.  3  pp.  276-316, 
October  1971. 
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Western  Education  and  Modernization  in  the  New  Nations  Books  that  deal  with 
education  in  a  number  of  newly  independent  countries  aspiring  to  modernization 
include  the  following:  Don  Adams  and  Robert  M.  Bjork,  Education  in  Developing 
Areas,  McKay,  New  York,  1969;  James  S.  Coleman  (ed.).  Education  and  Political 
Development,  Princeton  University  Press,  Princeton,  NJ.,  1965;  C.  Arnold  Anderson 
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go,  1965;  Peter  Hackett  (ed.),  Problems  of  Educational  Development  and  Moderniza¬ 
tion  in  Asia,  University  of  Virginia,  Charlottesville,  1972;  Frederick  Harbison  and 
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There  is  a  vast  literature  on  the  role  of  education  in  foreign  aid  programs  and 
technical  assistance  to  developing  nations.  For  a  beginning  see:  Merle  Curti  and 
Kendall  Birr,  Prelude  to  Point  Four;  American  Technical  Missions  Overseas, 
1838-1938,  University  of  Wisconsin  Press,  Madison,  1954;  Harlan  Cleveland,  Gerard  J. 
Mangone,  and  John  Clarke  Adams,  The  Overseas  Americans,  McGraw-Hill,  New  York, 
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United  States  and  International  Education,  Sixty-eighth  Yearbook  of  the  National 
Society  for  the  Study  of  Education,  University  of  Chicago  Press,  Chicago,  1969. 


Education  in  Southern  Asia  Recent  studies  dealing  with  the  subcontinent  are: 
Susanne  and  Lloyd  Rudolph  {eds.).  Education  and  Politics  in  India,  Harvard  University 
Press,  Cambridge,  Mass.,  1972;  S.  S.  Dikshit,  Nationalism  and  Indian  Education,  Ster¬ 
ling  Publishers,  Delhi,  1966;  Philip  G.  Altbach  (ed.),  Turmoil  and  Transition:  Higher 
Education  and  Student  Politics  in  India,  Basic  Books,  New  York,  1969;  Edward  SMls, 
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The  Great  Debate;  Language  Controversy  and  University  Education,  Lalvani  Publishing 


598 


BIBLIOGRAPHICAL  NOTES 


House,  Bombay,  1968;  Percival  Spear,  India,  Pakistan,  and  the  West,  4th  ed.,  Oxford 
University  Press,  New  York,  1967;  Anil  Seal,  The  Emergence  of  Indian  Nationalism; 
Competition  and  Collaboration  in  the  Later  Nineteenth  Century,  Cambridge  Univer¬ 
sity  Press,  London,  1968;  John  A.  Ez-Skdi,  Planning  and  Educational  Development  in 
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University  Press,  Cambridge,  Mass.,  1 966. 

Education  in  Africa  Recent  studies  that  concentrate  on  Africa  are:  David  G.  Scanlon 
(ed.),  Traditions  in  African  Education,  Bureau  of  Publications,  Teachers  College,  New 
York,  1964;  David  G.  Scanlon  (cd.).  Church,  State,  and  Education  in  Africa,  Teachers 
College  Press,  New  York,  1966;  Eric  kEhhy ,  African  Universities  and  Western  Tradi¬ 
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Abernethy,  The  Political  Dilemma  of  Popular  Education;  an  African  Case,  Stanford 
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Education,  Teachers  College  Press,  New  York,  1970.  The  last  book  in  this  list  is 
particularly  significant  to  me.  It  represents  research  studies  undertaken  by  young 
American  scholars  in  the  course  of  their  doctoral  candidacies.  The  future  of  the 
writing  of  educational  history  is  in  exceptionally  good  hands. 
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Some  observers  believe  that  the  future  of  civilization  requires  a  rational  approach 
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Pearson  et  al..  Partners  in  Development;  Report  of  the  Commission  on  International 
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d’ Anjou  (eds.),  The  Widening  Gap:  Development  in  the  1970's,  Columbia  University 
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to  Growth;  a  Report  for  the  Club  of  Rome's  Project  on  the  Predicament  of  Mankind, 
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Athens,  11,77,78,82,  85-93,96,  99, 104, 

105,  108-112,  119, 120, 135,  149 
Augustine,  Saint  (354430),  131, 135, 136, 169 
Augustinians,  244-246 
Augustus  (27  B.C.-14  A.D.),  1 17,  120, 123 
Australia,  296,  297,  302,  332,  483,  520 
Austria,  296,  297,  305,  358,  362-364,  366,  441 
Averroes  (1126-1 198),  173 
Avicenna  (980-1037),  173 
Aztecs,  194,  233,  235-240,  245,  485 


Babylonian  language,  44-51 
Babylonians,  38,  44,  45,  49,  51,  85,  517 
Baccalaureat,  371,  386,  390-392 
Bacon,  Francis  (1561-1626),  197,  199,  206, 
212,  264,  292,308 
Bacon,  Nicholas  (1510-1579),  275 
Bacon,  Roger  (12147-1294),  155,  168,170 
Balfour  Act  (1902),  373 
Bancroft,  George  (1800-1891),  425 
Baptists,  304,  305,  307,  404, 412,  413, 444, 
490,  503 

Baptist  Society  for  Propagating  the  Gospel 
among  the  Heathens  (1792),  490 
Barbados,  275,  277 
Bardas(d.  866),  139 
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Barnard,  Henry  (1811-1900),  409,  410,  428, 
430,431 

Basedow,  Johann  Bernhard  (1723-1790),  358 
Basel  Mission,  490,  496 
Basil  (329-379),  222 
Bathhurst,  John,  216 
Bede,  Saint  (673-735),  149,  154, 155 
Beecher,  Catherine  Esther  (1800-1878),  418 
Behaviorism,  473-475 
Belgium,  231, 313,  368,  517,  522,  527 
Bell,  Andrew  (1753-1832),  339,  340 
Bell,  Daniel  (b.  1919),  563 
Benedict,  Saint  (4807-543?),  152 
Benedictines,  152,  153,  161 
Benezet,  Anthony  (1 71 3-1 784),  428,  490 
Bentham,  Jeremy  (1748-1832),  309,  311,  341, 
347,  494 

Bentinck,  Lord  William  Charles  Cavendish 
(1774-1839),  507 
Berard,  Leon  (1876-1960),  390 
Berlin: 

Conference  (1884-1885),  522 
University  of,  347,  360,  362,  387,  457 
Bermuda,  275,  277 

Bernard  of  Clairvaux,  Saint  ( 1 09 1  -1 1 5  3),  1 68, 
169 

Besant,  Annie  (1847-1933),  373 
Bible,  137,  160,  172,  174,  207,210,  219,  255, 
263,  265,  278,  288,  289, 410,  426, 448- 
449,489,503,513,540 
reading  in  school,  448-449 
Bilingualism,  45-46,  121-122, 134 
Bills  of  rights,  306-307,  406,  442,  444,  452 
{See  also  Constitution,  U.S.) 

Biology: 

development  of,  148,  309 
teaching  of,  43,  231,  289,  290,  310,  325, 
478 

Birmingham,  University  of,  394 
Bismarck,  Prince  Otto  von  (1815-1898),  303, 
382,  385 

Black  Codes,  452,454,468 
Black  Panthers,  462 

Black  Poor,  Committee  for  the  (1786),  499 
Blacks,  XV,  241 , 402,  411, 433-435,  437,  439, 
441 , 442,  444, 450-463, 466-470,  483, 
489,  490,  492-493,  495-503,  509-515, 
527-528,532,539-548 
{See  also  Afro-Americans,  Negroes) 
Blackstone,  Sir  William  (1723-1780),  346 
Blum,  Leon  (1872-1950),  391 
Board  schools,  373 

Boarding  schools,  205,  246,  248,  344-346,  375, 


Boarding  schools: 

398,  401, 417,  464466,  496,  502,  535 
Boards  of  education,  408410, 443, 466 
Boccaccio,  Giovanni  (1313-1375),  175 
Boethius  (4807-5247),  153-155 
Bogota,  University  of,  249 
Bologna,  University  of,  172,  178 
Bombay,  University  of,  504,  508 
Boniface,  Saint  (6807-755),  149 
Boniface  VIII,  Pope  (12357-1303),  160 
Bonn,  University  of,  347,  387 
Bordeaux,  University  of,  223 
Boston,  284,  289,  411,41 8,  428,  429, 431 , 
455,491,493 

Boston  Mechanics’  Institute  (1 826),  431 

Boulding,  Kenneth  E.  (b.  1910),  563 

Boulton,  Matthew  (1728-1809),  337 

Bowen,  Thomas  Jefferson,  503 

Brabant,  John  II  (d.  1312),  164,  165 

Brahmic  script,  68 

Brahmins,  67-70,  542,  549,  557 

Brathwaite,  Richard  (1588-1673),  279 

Brattle,  Thomas  (1658-1713),  290 

Brazil,  228,  229,  233,  234,  243,  520 

Breslau,  University  of,  387 

Brethren  of  the  Common  Life,  256 

Brinsley,  John  (early  seventeenth  century),  216 

Bristol,  University  of,  394 

British  and  Foreign  School  Society  (1814), 

340, 342 

Brook  Farm,  Mass.,  322,  510 
Brooks,  Charles  (1795-1872),  430 
Brougham,  Lord  Henry  (1778-1868),  341 
Brown,  H.  Rap  (b.  1944),  462 
Brown  University,  412,  424,  431 
Brown  v.  Board  of  Education  (1 954),  462, 469 
Bruni,  Leonardo  (1369-1444),  205,  223 
Bruno  I,  Saint  (925-965),  151 
Bruno,  Giordano  (15487-1600),  198 
Brussels  Conference  of  1890,  523 
Bryce,  James  (1838-1922),  309 
Brzezinski,  Zbigniew  (b.  1928),  563 
Budd,  Thomas  (d.  1698),  287 
Buddhism,  68,  69, 107,  196,  231,  299,  484 
Bude  (Budaeus),  Guillaume  (1468-1540),  223 
Bugenhagen,  Johann  (1485-1558),  254 
Buisson,  F.  (1841-1932),  371 
Bulwer-Lytton,  Edward  Robert  (1831-1891), 
498 

Bureaucracy,  xv,  31,  44,  52,  57,  58-59,  61, 63, 
69,70,90,126,138,151,170,174, 

1 85,  237-239,  248,  251 ,  263,  269,  299, 
300-304,  315,  324,  326-327,  345,  348, 
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Bureaucracy: 

349,  352,  356,  357,  359,  365-366,  370, 
385,  386,  395-396,  398, 421,  475,  484, 
505,  507,  517,  534,  538,  545,  549,  551 
Burger,  Warren  E.  (b.  1907),  447,  448 
Burgos,  Law  of  (1512'or  1513),  243 
Burk,  George  (seventeenth  century),  273 
Burma,  490,  530,551,  555,  559 
Burt,  Cyril  (b.  1883),  398 
Busing,  437, 446, 447,  461-462,  470 
Butler,  Richard  Austen  (b.  1902),  374 
Buxton,  Sir  Thomas  Fowell  (1786-1845),  501- 
502,510 

Byngham,  William  (fifteenth  century),  258 
Byzantine  culture,  105, 128,  137-141 
Byzantium,  105, 121, 124, 133,  137-140,  149, 
157,173,184,193,205 


Cabral,  Pedro-Alvarez  (d.  1526),  228,  229,  233 
Caciques,  243,  245 

Caesar,  Julius  (10044  B.C),  123,  208 
Calcutta,  504,  506 

University  of,  505,  508 
Calmeac,  238 

Calvin,  John  (1509-1564),  187-189,  207,  219, 
256,  257,  279,290,292 
Calvinism,  187,  188,  209,  254,  257,  282, 489 
Cambodia,  520,  555 

Cambridge  University,  179, 182,  216,  257, 

258,  261-263,  269,  273,  274,  289,  346, 
347,  394,  395,425,544 
Campanella,  Tommaso  (1568-1639),  212 
Canada,  194,  251-253,  297,  302,  332,  483, 

520 

Canterbury  school,  260 
Capella,  Maitianus  (fifth  century),  130-132, 
153,154 

Caracas,  University  of,  249 
Carlile,  Richard  (d.  1843),  341 
Carlsbad,  decrees  of  (1819),  362 
Carlyle,  Thomas  (1795-1881),  498 
Carmichael,  Stokely  (b.  1941),  462 
Carter,  James  G.  (1795-1849),  409, 430 
Casas,  Bartolome  de  Las  (1474-1566),  243 
Cassiodorus  (sixth  century),  153-155 
Caste,  67-69,508,559 

Catechism,  246,  247,  255,  256,  265,  283, 284, 
287,  339,  340, 426, 489 
Cathedral  schools,  140, 151-152, 155, 163, 
165,170-177,182,  224,  259 
Catherine  11  (the  Great)  (1762-1796),  365 
Catholics,  188, 189, 199,  208,  209,  219,  226- 
228,  257, 261 ,  278,  280,  282,  286,  305, 


Catholics: 

353,381,382,410,413,438,441  443 

445,  448, 449 

{See  also  Roman  Catholic  Church) 

Cato,  Dionysius  (fourth  century),  131, 149 
154,155,259,289 

Cato  the  Elder  (234-149  B.C.),  1 1 7, 120 
Cattell,  James  McKeen  (1860-1944),  473 
Central  schools,  351-352 
Centralization  in  education,  300-304,  305, 
315-317,  324,  352,  355-357,  362,  366 
371,  374,  376,  379,  380,  392, 410,  412 
433,  436440,  442,  531-533 
Certification,  178-181,  327-328,  345,  354, 

358,  364,  386,  395,  422,  423  478,^533 
544,549,556-558 
Ceylon,  232, 490,  535,  555 
Chalotais,  Louis  Rene  de  la  (1701-1785),  350 
Champlain,  Samuel  (d.  1635),  252 
Chantry  Acts,  259 
Chantry  schools,  164,  257,  260,  265 
Charity  schools,  163,  191,  259-260,  286,  306 
338,  348,  349, 404,  406,  496 
Charlemagne  (742-814),  146-151, 157, 158 
Charles  I  of  England  (1600-1649),  185, 188 
Charles  I  (the  Bald)  of  France  (823-877),  151 
Charles  II  of  England  (1630-1685),  185,  280 
Charles  III  of  Spain  (1716-1788),  305 
Charles  V,  Holy  Roman  emperor  (1550-1558), 
185,223,243,244,250 
Charles  VIII  of  France  (1470-1498),  223 
Charterhouse  school,  260,  345 
Chartists,  342 

Chartres,  schools  of,  149, 172-174, 177 
Chaucer,  Geoffrey  (13407-1400),  175 
Cheever,  Ezekiel  (1615-1708),  289 
Cheltenham  school,  345 
Chemistry: 

development  of,  148 
teaching  of,  310,  346, 478,  505 
Chicago,  University  of,  477 
Child  development,  study  of,  429-431, 472, 
476 

Child  labor,  341-342,  375 

China,  7,  10,  24,  30,  36,  54,  65,  67,  69-72, 

106, 114, 192,  229-234,  240,  251,  297, 
395,  398, 427, 468, 484,  517,  520, 522, 
525,  527,  545,  550,  555 
Chinese  language,  40,  70-72,  231 
Chivalry,  77-78, 166-167 
Choregos,  88 

Christian  Institution  (1827),  500 
Christianity,  107, 113, 129, 134, 135, 137, 

138, 149,  152, 161, 162, 166, 167, 173, 
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Cliristianity: 

207,  208,  228,  231,  245,  247,  248,  282, 
336,  410,  419, 489,  496,  497,  501-503, 
524,527,531,532 

Christianizing  mission,  276-277,  291,  292,  299, 
419, 423, 464-466,  483-515,  524,  527 
{See  also  Civilizing  mission.  Missionaries) 
Christians,  135, 136, 174, 189, 196,  209,  230, 
232,  299,  488-489,  523 
Christ’s  Hospital,  272 

Chrysoloras,  Manuel  (1355-1415),  184,  205 
Chrysostom,  Saint  John  (3457-407),  136,  222 
Church  of  England  {see  England,  Church  oO 
Church  Missionary  Society  (Anglican)  (1804), 
490,500,501 

Grammar  School  (1845),  500 
Church  and  state,  135, 161-162, 185-190,  242, 
254-257,  259-260,  262,  279-283,  304- 
307,  338,  350,  352,  372,  373,  376-377, 
381-383 

Cicero,  Marcus  Tullius  (106-43  B.C.),  97,  113, 
117, 120-127,  129,  131, 132, 154,  161, 
174,  201,  202,  208,  221,  222,  259,  289, 
290,292,  308,316 
Ciceronianism,  221-222 
Cisneros,  Cardinal  Jimenez  de  (1436-1517), 

245 

Citharist,  88,  98, 109 

Citizenship,  education  for,  51,  79,  82,  86, 91- 
98, 107//.,  113, 116, 126,205-206, 

218,  301,  406, 410, 419,  421-422,  443, 
472, 493,514 
City  states: 

Amerindian,  238-239 
German,  190-192,  254-257 
Greek,  77-83,  85-89,  91-92, 105-106, 117, 
172 

Italian,  157-159,  186, 190-192,  223 
Roman,  172,  318 
Sumerian,  39-47,  57 
Civil  Rights,  Committee  on,  458 
Civil  rights  acts,  452, 454, 460 
Civilian  Conservation  Corps  (1933),  439 
Civility,  278-279,  285,  287, 426, 485 
Civilization: 

origin  of  traditional,  30-72 
origin  of  modern,  183-220,  295-334 
postmodern,  xvi,  9,  563-568 
worldwide,  xvi,  10, 14, 15, 17,  440, 479, 
516,522-523,561,563-568 
origin  of  term,  485 
Civilization-building  process,  5-20 
Civilizing  mission,  6,  49,  61, 106, 137, 196, 
229-230,  233-236,  243-251,  278-279, 


Civilizing  mission: 

292,  299, 453, 464-466, 483-515,  523- 
525,531-532,562 
{See  also  Missionaries) 

Qap,  Thomas  (1703-1767),  412,420 
Clap  ham  sect,  505 

Clarendon  Commission  (1861),  345,  397 
Class,  methods  of  teaching,  225, 254,  255, 
290,428 

Qassical  languages,  teaching  of,  221,  225,  226, 
245,  255,  257,  289 
Greek,  108, 110//,  121, 137-141 
medieval,  170-171, 173 
Mesopotamian,  49-51,  54 
modern,  308 

Renaissance,  199-207,  210-211,  221-227, 
250 

{See  also  Greek  language,  Latin  language) 
aay,  Henry  (1777-1852),  510 
Cleaver,  (Leroy)  Eldridge  (b.  1935),  462 
Clement  {c.  800),  151 
Cochran  case  (1930),  446 
Coeducation,  418 
Colburn,  Warren  (1793-1833),  428 
Colegio,  222,  245-250 
Colet,  John  (1467-1519),  210,  259 
College,  225,  233,  252,  349,  351-354,  368, 

372,  387,  390-394 
College  of  St.  Paul,  Goa,  230 
Colleges,  39,43,  68,  lllj/,  116, 181,  216- 
218,  222-227,  230,  232,  233,  251,  258, 
262,  289-292,  316,  322,  346-348,  411- 
414, 417-425, 430, 431, 453, 476, 477, 
490,  504-508,512,513,  549 
{See  also  Higher  education) 

Collier,  John  (1884-1955),  465 
Cologne,  Lfniversity  of,  387 
Colonialism,  xiv,  49,  63,  74,  87,  89,  96, 106, 
115, 185, 195,  233-236,  240-253,  275- 
292,  299,  302,  304, 402-407, 412-414, 
483, 491, 497, 499-500,  503-510,  514, 
516-561,567 
{See  also  Imperialism) 

Colonization  Society  (1816),  510 
Columbia  University,  423, 427 
Columella  (c.  42),  132, 133 
Combe,  George  (1788-1858),  498 
Comenius,  Johann  Amos  (1592-1670),  212-216 
Commercial  studies,  271-273,  344,  348,  354, 
368,  375,  386, 415-418, 421, 476478, 
497 

Common  schools,  217-219,  306,  324,  371-373, 
375,  376,  380,  398, 406414, 428, 429, 
442444, 493 
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Communism,  377,  378,  383,  400 
Comprehensive  schools,  325-327,  372,  375, 
393-394,476,554,556 
Compulsory  attendance,  226,  238/7.,  254,  256, 
284,  323-325,  328,  341-343,  350//:, 

353,  355,  357,  358,  367,  368,  371,  372, 
374,  376,  377,  379,  380,  396,  402, 410, 
443,450,452,455,533,547 
Comte,  Auguste  (1798-1857),  4,  6,  309 
Concordat  of  1 801 , 352 
Condillac,  Etienne  de  (1715-1780),  350 
Condorcet,  Marquis  de  (1743-1794),  308,  309, 
350,  366 

Confucianism,  70, 196,  232,  484 
Congregational  Church,  282,  304,  306,404, 
412,413,444,490 

Congress,  U.S.,  414,  424,  438,  444-446,  452, 
453,458,460,465,492,514 
Congress  for  Racial  Equality,  460,  462 
Connecticut,  276,  282,  284,  291 , 306, 405, 
409,  410,  412,419,  431,447,448 
Connectionism,  337,  473-474 
Conquistadores,  234-236,  238,  242,  246,  489 
Conservative  role  of  education  {see  Tradition- 
alizing) 

Constantine  (306-337),  105,  128,  135 
Constantine  IX  (Monomachus)  (d.  1054),  139 
Constantinus  Africanus  {c.  1020-c.  1087),  173 
Constitution,  U.S.,  306, 406,  408,  41 3, 442, 
449,492 

First  Amendment,  306-307,  408,  445-450 
Tenth  Amendment,  406 
Thirteenth  Amendment  (1865),  452 
Fourteenth  Amendment  (1868),  442-443, 
452-453,  459, 461 , 469-470,  514 
Fifteenth  Amendment  (1870),  452 
Cooper,  Thomas  (1759-1840),  338 
Cooper  Union  (1859),  431 
Coote,  Edmund  (early  seventeenth  century), 
216,273 

Copernicus,  Nicolaus  (1473-1543),  132,  184, 
198,  222,  223,  225,  231,  290,  292,  418 
Coram,  Robert,  406 

Cordier  (Corderius),  Mathurin  (1479-1564), 

223,  289 

Cordoba,  University  of,  249 

Corporal  punishment,  109,  118, 121,  126, 

154,  212,  225,  283,  288,  289,  339,  344, 
360,  396,427,  428,  468 
Corporate  schools,  258,  262,  268,  344-345, 
404,413,416-418 

Cortes,  Fernando  (1485-1547),  240,  245 
Cotton,  John  (1584-1652),  283 


Council  schools,  374 

Counterreformation,  189,  223,226  227  246 

250  ’  ’  ’ 

Courtly  schools,  43,  58-59,  71, 77,  165-167 
191,  220,255,259,262,  275 
Cousin,  Victor  (1792-1867),  430 
Craft  specialization,  77, 157-158,  165  192 
236,  247,  272-273,281,322,338,553 
Cranmer,  Archbishop  Thomas  (1489-1556) 
188,260 

Creoles,  243,  244,  246,  248,  250 
Crete,  74-76,  79 

Cromwell,  Thomas  (14907-1540),  262 
Crowther  Report  of  the  Central  Advisory 
Council  for  Education,  399 
Cuba,  468,  535 

Gumming  v.  Board  of  Education  (1 899),  455 
Cuneiform  writing,  36,  38-41, 48-51,  56 
Cynics,  1 1 2 
Cynosarges,  99,  109 


Dame  schools,  285,  287 
Dante  Alighieri  (1 265-1 321),  175,  290,419 
Dartmouth  College,  412,  413,  423,  514 
Darwin,  Charles  (1809-1882),  309,  498 
Darwin,  Erasmus  (1 731-1802),  337 
Daunou  law  (1795),  350-351 
Dawes  Act  (1887),  464,465 
Day,  Jeremiah  (1773-1867),  424 
Day,  Thomas  (1748-1789),  337 
Decentralization  in  education,  324-325,  372, 
376,392,404-414,436-440 
Declamation,  221 

Declaration  of  the  Rights  of  Man,  350 
Degrees,  111,  179,  249-250,  273,  327,  347, 
371,  394,  395,415,421,422,478,508, 
541,544,554,557 
Deism,  309,  416 

Democracy,  82-83,86-89,97,  107,  112-113, 
116,  186, 190-192,  219,  280-281,  296- 
297,  300,  303,  307,  311-317,  323,  329, 
338,  350,  355,  363,  369,  370,  375,  377, 
385,  392,  403-414,  41 8,  421425,  450- 
472,486,491,492,530 
Democratic  party,  403,  438, 454 
Democritus  (fifth  to  fourth  century  B.C),  85, 
113 

Demoliterate  societies,  76,  83-84 
Demosthenes  (385?-322  B.C),  110,  208,  221, 
222 

Denmark,  255,  297,  517 
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Descartes,  Rene  (1596-1650),  199,  222,  225 
226,418 

Dewey,  John  (1859-1952),  399,  471-472 
Dialectics,  93-96,  99-100, 125, 129-131, 139, 
167,169,174 

Dias,  Bartholomeu  (d.  1500),  228 
Dickens,  Charles  (1812-1 870),  498 
Dictamen,  172,  175,  202 
Diderot,  Denis  (1713-1 784),  350,  365,  491 
Differentiated  schools,  88,  98-102,  172,  203, 
212-219,  324,  326-327,  345,  349,  35i 
353,  356,  370,  383-394,  396,  398,  416, 
433,  471 , 473,  476-478,  533,  545,  552- 
556 

Dilworth,  Thomas  (d.  1 780),  340,  417 
Diocletian,  Roman  emperor  (245-313),  128, 
135 

Direct  rule,  532,  534 

Discipline  in  education,  1 81,  224,  225,  262, 
283,  288,  289,  291,  344,  348,  360,  362, 
400,428,429,471 

Disjunctive  education,  324,  343,  355,  361-363, 
367-380,  385-388,  390-395,  408,  411,’ 
417,  429,  450471, 474,  530-542,  550- 
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107, 114,  129,  149-151,  153,  162, 
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Dissenters’  academies,  188,  335,  338,  344,  417 
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Dominic,  Saint  (1 1 70-1 221 ),  1 62 
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230,243-246,249,251 
Donatus,  Aelius  (fourth  century),  130,  149, 
154,  155,  174 
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Drawing,  teaching  of,  216,  354,  360,  416,417, 
428429 

Drucker,  Peter  F.  (b.  1909),  563 
Drugs,  494 
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Dualism,  philosophy  of,  199,  282-283 
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87,  118, 120,  132-133,  146,  157-15’s, 
190-192,  195,  216-218,  247,  252,  271- 
273,  291,  296-297,  310,  317-323,  327, 
329,  334,  367,  378,  384,  403, 421, 424, 
427,  440,  486,  524,  527,  531,  535,  547- 
550,559 

Economics,  teaching  of,  92,  213,  309,  346, 

386.389.472.478,  543 
Ecumene,  9-10,  14-15,  17 
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363.430.478,  484 
(See  also  Pedagogy) 
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Endowed  Schools  Act  of  1 869,  346 
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259,261,279,289,290,292 
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{See  also  Church  and  state) 
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Evers,  Medgar  W.  (1926-1963),  460 
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276-277,  283,  318,  320,  324,  326,  361, 
402,407,472,552 

Fathers,  church,  135-136, 138, 139, 168,  172, 
203 

Fathers  of  the  Oratory,  1 89,  222,  227 
Faure,  Edgar  (b.  1908),  392 
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166. 168. 185. 194,  242,  252,  278,  300, 
315,  360,488 

Fichte,  Johann  (1762-1814),  359,  360 
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275,  296-304,  313-319,  328,  330,  335, 
338,  339,  345,  348-360,  364,  368-372, 
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{See  also  Academic  freedom) 
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French  language,  206,  215,  222,  223,  257, 

346,  349,  365, 400, 415,  416, 484, 489, 
533,  540,  545 
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Froebel,  Friedrich  (1782-1852),  428 
Further  education,  374-375,  394 
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Gellius,  Aulus  (1 30-180),  201 
General  Education  Board,  456, 457 
Genteel  tradition,  310,  336,  471 
Gentility,  in  education,  225,  257,  263,  266, 
279 

Gentry  class,  71,  139, 160, 185,  190-192,  218, 
242,  257-260,  263,  265,  266,  269,  275,’ 
281,302,  314,319,  341,  345 
Geography,  teaching  of,  43,  99,111/):,  125, 
138, 148,  227,  231, 252,  269,  310,  336, 
344,  349,  354,  360,  362,  390,  393,  400, 
415,428,  500 

Geology,  teaching  of,  100,  310, 478 
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development  of,  85,  105 
teaching  of,  94,99, 100, 110//.,  125, 129, 
130-132, 136,  175,  202,  205,  221,  26i 
271,274,  289,290,416,418-419 
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Gerbert  (9402-1003),  155,  175,  176 
German  language,  206,  213,  256,  359,  416 
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Germany,  100, 146, 149, 151, 159,  163, 164, 
167,  178,  186-190,  205,  206,  213,  216 
223-226,  231,  253,  255,  256,  259,  271 
281, 296,  297,  302-305,  314,  319,  328! 
330,  339,  345,  346,  348,  353,  357-366, 
368,  369,  375-377,  382-388,  395,  399, 
400, 402, 406, 428, 433, 438, 498,  5 1 7, 
522,  527,  530,  535,  539,  540,  543,  544’ 
550 

Ghana  (Gold  Coast),  495,  496,  501,  502,  528, 
534,541,542,547 
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Gilbert,  Humphrey  (15397-1583),  275 
Gladstone,  William  (1809-1898),  343 
Glasgow,  University  of,  337,  346,  394 
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Grammar,  teaching  of,  43,  69, 99,  101, 108 
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126,  133,  138,  191,  200,  202-207,  222, 
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Gray,  Thomas  (1716-1771),  346 
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489490 
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485,486,  566.567 
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272-273 
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Guizot,  Francois  (1787-1874),  354 
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Gymnasium.  German,  225,  255,  357,  358, 

362,  363,  366,  378,  383,  386,  387 
Gymnasium,  Greek,  78.  85-86,  88-89, 102, 105 
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Gymnastics,  108,  116, 118,  129 
{See  also  Physical  education) 
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Hadrian,  Roman  emperor  (76-138),  120 
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3,  309,  359 

Heidelberg,  University  of,  387 
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Henry  IV  of  Navarre  (1553-1610),  185,  190, 
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Henry  VIII  of  England  (1491-1547),  185,  188, 
259-263 

Henry,  Patrick  (1736-1799),  492 
Heraclitus  (fifth  century  B.C.),  85 
Herder,  Johann  Gottfried  von  (1744-1803), 
358,359 

Herodotus  (fifth  century  B.C),  208 
Hesoid  (eighth  century  B.C.),  83,  86,  88,  110, 
222 


Hieratic  writing,  57 

Hieroglyphic  writing,  50,  56,  57,  237-238 
High  school,  411, 414-418,  476 
Higher  education,  98-102,  104,  108-109, 
llO/jf,  120,  122-125,  138-141,  148, 
167-182,  218,  245-246,  249-250,  252, 
254-257,  269-270,  323-328,  332’  334^ 
346-348,  369,  383-401,  412-414,’  418- 
425,  435,  439-440,  446-448,  451,  457- 
460,  466,  477-479,  535,  538,  541-556 
{See  also  Colleges,  Universities) 

Higher  Education  Acts  (American),  439  446 
447 

Higher  primary  schools,  French,  350,  354  368 
371,391 

Hindus,  69,  107,  147,  176,  196,  299,  484  504 
505, 508 

Hippias  (d.  490  B.C),  99 
Hippocrates  (460?-377?  B.C.),  85,  173 
History: 

philosophy  of,  3-9,  16-20,  309 
teachingof,  51,97,  99,  119,  125,  138, 153 
154,  201-207,  213,  239,  252,  255,  269, 
289,  290,  310,  336,  344-346,  349,  354, 
362,  390,  393,  400,  41 5-41 7, 472,  477, 
478,  500 

Hitler,  Adolph  (1889-1945),  256,  382 
Hobart,  H.W.,  37- 

Hobbes,  Thomas  (1588-1679),  198,  199 
Hobson,  John  A.  (1858-1940),  523 
Hodgskin,  Thomas,  341 
Holbrook,  Josiah  (1788-1854),  431 
Hollis,  Thomas  (1659-1731),  419 
Holmes,  Hamilton,  460 
Home  Mission  Society  of  the  Baptist  Church 
(North),  514 

Homer  {c.  ninth  century  B.C.),  76,  78,  83,  86, 
110,119,153,208,  221,  222 
Homo  ecumenicus,  15,  567 
Homo  educans,  15,  20-29,  566-567 
Homo  sapiens,  7,  15,  19-22,  563,  566-567 
Homo  scholasticus,  15,  566-567 
Hooker,  Richard  (c.  1553-1600),  189 
Hoole,  Charles  (1610-1667),  216 
Horace  (65-8  B.C.),  117,  130,  221,  222,  259, 
289 

Hornbook,  265,  288,  340 
House,  Humphrey  (b.  1908),  560 
Household  arts,  1 16,  167,  239,  247,  391,  393, 
418, 428,  476,  477,  497,  499,  546,  553 
Howe,  Samuel  Gridley  (1801-1876),  429 
Huguenots,  190,  226,  252,  253,  256,  280,  281, 
287,  288 

Humanism,  96, 161,  174-176,  184-185, 196, 
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Humanism: 

197,  199-207,  213,  215,  218,  221-227, 
233,  245-250,  257,  263,  279,  287-292, 
308,  310,  358,  362-363,  390,  395, 424, 
471,475 

Humanismus,  201 
Humanista,  201-207 

Humanistic  studies,  95-98, 105, 107,  173, 176, 
201-207,  221-227,  245-251,  255-263, 
266,  268-270,  290,  308,  309,  316,  320, 
325,  326,  345,  349,  352,  362,  383-395, 
418425,  439,  478, 496497,  508,  543, 
548-549,  560 

Humanitarians,  243-244,  265,  279,  299,  306- 
312,  322,  338,  357,  360,  452,  453, 455, 
456, 464-466,  476, 483,  486, 493-496 
498-515,  523-525,  527,  530 
Humanitas,  113, 124-125,  129-134,  201,  263 
Humboldt,  Alexander  von  (1769-1859),  360 
362 

Hume,  David  (1711-1766),  199,  309,  336 
Hungary,  213,  297,  313, 441 
Hunter,  Charlayne,  460 


Iconoclastic  controversies,  137 
Idealism,  129,  169 
Illinois  College,  424 
Illinois  State  Normal  University,  43 1 
Immigration,  280-281,  404,  407, 410-411, 441- 
442, 520 
Imperialism, 

Akkadian,  44,  52 

Alexandrian,  91, 100, 103-107,  114 
Arabic,  172 

Assyrian,  36,  47-48,  52,  61 
Athenian,  89-91 
Aztec,  235 

Babylonian,  44, 48,  52 
British,  275-292,  302,  398,  495,  502 
Byzantine,  78, 105, 137-141, 147 
Carolingian,  138, 146-147 
Chinese,  70-71,  520 
Egyptian,  55,  61-65 
French,  302, 491 
German,  302,  375-378, 400 
Gupta,  69 

Holy  Roman,  159-160,  185-190,  296  305 
359 

nius.,  518-519 
Inca,  235,  237-239 
Japanese,  302 
Maury  an,  68 


Imperialism: 

Ottoman,  296,  517,  520,  527 
Persian,  38,  89,  91,  96,  147,  520 
Portuguese,  228-233 

Roman,  48,  71,  78,  104-105, 108-109, 113- 
136,  145-148, 151, 154,  157, 159 
161,163,172,517 
Russian,  302,  364-366,  378-380,  382 
Spanish,  185,  233-253 
United  States,  303-304,  467-468 
Western,  xiiiff.,  194-196,  228-236,  240-253 
299,  302,451,483,509,516-561 

563-565 

Inca  Pachacutec  (fifteenth  century),  239 
Inca  Roca  (fourteenth  century),  239 
Incas,  194,  233,  235-240,  485 
Indentures,  165,  273,  277,  281 
Independent  Labour  Party,  373 
India,  7,  10,  11,  30,  36,  54,  65-71,  82, 104-107 
114,  147,  192,  193,  228-234,  240,  251,  ’ 
272,  275,  302,  395,  490,  495,  503-509 
517,520,522,530,532-535,542  544- 
550,  555-560,  563 
Indian  Affairs,  Bureau  of,  464-466 
Indian  Reorganization  Act  (1934)  (Wheeler- 
Howard  Act),  465 

Indians,  American,  xv,  278,  279,  287,  303,402, 
406,  409,  419,  444,  450,  463-468,  485 
490,514-515,539 
(See  also  Amerindians) 

Indirect  rule,  520,  532-534 
Indonesia,  192,  232,  530,  544,  555 
Indus  civilization,  32,  41,  67,  91, 104,  237 
Industrial  arts,  351,  354,  428,  476,  523 
Industrial  education,  456, 497,  547-549  554 
555 

Industrialization,  xNff.,  184,  218,  296-297, 

300,  306,  311,  317-323,  325,  329-330, 
337,  339,  342,  344,  366,  370,  377,  378, 
385,  389,  423, 424, 432, 433,  458,  472, 
485,  486,  494,  509,  523,  534,  549,  566 
Infant  schools,  339-341,  397,  399,  428 
Informal  education,  11-13,  25-29,  271-273,402 
(See  also  Adult  education.  Learner-oriented 
pedagogy) 

Innocent  III,  Pope  (1161-1216),  159, 178 

Innovative  role  of  education,  52-54, 63-64, 110, 
138, 171-175, 181,  204,  218-220,  269- 
270,  307-312,  327,  342,  384,  392, 440, 
564 

Iims  of  Court,  274,  275 
Inquisition,  188,  223,  230,  246 
Institute  of  the  Brothers  of  the  Christian 
Schools,  189,  222,  227,  348,  352 
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Institute  for  Promoting  the  British  System  for 
the  Education  of  the  Labouring  and 
Manufacturing  Classes  of  Society  of 
Every  Religious  Persuasion,  339 
Instituteun,  371 

Institutionalization  of  education,  xv,  11-13,  32- 
36,  41-47,  51-54,  58,  68,  78,  88-89,  100- 
101,  103,  108//,  114,  157,  162-181, 

212- 220,  223,  235-237,  245-253,  298 
300-301,  320,  323-328,  352,402-407 
533 

Integrative  education,  324,  360-361,  371,  375, 
377,  380,  391,  404,  408,  411,  444,  450- 
471,474,493,  530,  539,  541 
Intellectual  class,  311,  324,  327,  359,  366,  369, 
457,507,508,510,513,542-546 

{See  also  Elites,  Literati,  Professional  Class) 
Intelligence  tests,  398,  400,  468,  474 
International  education,.  46-47,  50,  63,  96-97, 
119-120,  140,  150,  167,  176,  178,  196, 

213- 215,  220,  232-233,  298-299,  399,  ’ 
428-429,  484,  561-562,  567-568’ 

Investiture  struggle,  172,  175 
Iran,  36,  38,  47,  484 
Iraq,  38 

Ireland,  149,  151,  188,  275,  313,  331,  375 
Irnerius  (1050?-1130?),  172 
Isidore  of  Seville,  Saint  (560?-636),  154,  155 
Islam,  147,  173,  229,  504,  505 
Isocrates  (436-338  B.C.),  96-98,  100,  104,  110, 
111,122,124-127,202,222 
Israel,  38,  334,  383 
Italian  language,  206 

Italy,  87,  115,  117,  137,  146-153,  157,  159, 

160,  163,  167,  173-174,  177-179,  184, 
186,  188,  190,  204,  221-223,  227,  231, 
255,  257-259,  271,  297,  305,  313,  331,’ 
369,441,517,522,544 
Ivory  Coast,  509 


James  I  of  England  (1566-1625),  185,  188,  278 
James  I  of  Scotland  (1394-1437),  256 
James  II  of  England  (1633-1701),  185 
James,  William  (1842-1910),  471 
Jansenists,  209,  227,  253 
Japan,  20,  193,  229-234,  251,  330-332,  334, 
366,  370,  392,  397,  427,  468,  484,  517, 
520,  522,  527,  530,  545,  550,  551,  555, 
558 

Jastrow,  Joseph  (1863-1944),  473 
Jeanes,  Anna  T.  (1822-1907),  457 
Jefferson,  Thomas  (1743-1826),  303,  306,  311, 
316,  347,  403,  405,  407,  412,  419, 421, 


Jefferson,  Thomas: 

422,  423,  426,  492,  493 
Jena,  University  of,  256,  387 
Jerome,  Saint  (3407-420),  136 
Jesuits,  188,  189,  222,  224,  2T7,  229-233,  244 
246,  249,  251,  252,  278, ’305,  349  ’ 
Jesus  (c.  4  B.C.-29  A.D.),  162 
Jews,  147,  173,  196,  379,  382,  410,  438  441 
444, 446 

John  XXIII,  Pope  (1881-1963),  449 
John,  king  of  England  (1 1677-1216),  160 
John  of  Salisbury  (d.  1180),  155,  174,  176 
Johnson,  Andrew  (1808-1875),  45  2 
Johnson,  Lyndon  B.  (b.  1908),  439,  460 
Johnson,  Samuel  (1696-1772),  420,  485 
Jones,  Jesse  (1874-1956),  547 
Jones,  Thomas  H.,  513 
Jones,  Sir  William  (1746-1794),  504 
Jonson,  Ben  (15737-1637),  264 
Joseph  n,  Holy  Roman  emperor  (1741-1790) 
305 

Journeyman,  165 

Jowett,  Benjamin  (1817-1893),  347 
Junior  colleges,  477 

Justinian  I,  Roman  emperor  (483-565),  105, 
128,133,135,137,140,172 


Kant,  Immanuel  (1724-1804),  308,  309,  359 
Kay-Shuttleworth,  Sir  James  Philips  (1804- 
1877),  342 

Keckermann,  Bartholomaus  (1571-1609),  290 
Kepler,  Johannes  (1571-1630),  198,418 
Keppel,  Francis  (b.  1916),  439 
Khrushchev,  Nikita  (1894-1971),  380 
Kilpatrick,  William  Heard  (1871-1965),  399 
Kindergarten,  428,  476 

King,  Martin  Luther,  Jr.  (1929-1968),  459,  460 
King’s  College  (later  Columbia  College),  412, 
420,421 

King’s  College  (London),  347 
Kingship,  42-44,  56-60,  65,  67,  70,  74,  79,  86, 
109,  115,  146-147,  158-160,  165-166, 
185-186,  225,  242,  262,  297,  301-303, 
314,317,357,376,385 
Kingsley,  James  L.  (1778-1852),  424 
Kinship,  13,  25-29,  32,  39,  41,  54,  79,  87, 
552-553,  557,  559 
Knights,  education  of,  165-166 
Knox,  John  (1505-1572),  256 
Knox,  Robert  (1640?-1720),  498 
Knox,  Samuel  (1756-1832),  405 
Konigsberg,  University  of,  256,  387 
Koran,  147 
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Korea,  555 
Ku  Klux  Klan,  459 


Labor  movement,  322,  341-342,  373,  374,  376, 
398,  409,418,431 

Laicization  of  schools,  172,  258,  262,  307, 

325,  350,  381-383 
(See  also  Secularism) 

Lakanal  law  (1794),  350 
Lamy,  Archbishop  Jean  Baptiste  (1814-1 888), 
468 

Lancaster,  Joseph  (1778-1838),  339 
Land-grant  colleges,  412-414, 424 
Land  ordinances  (U.S.A.),  406,  409 
Lane,  Lunceford  (nineteenth  century),  513 
Lane  Theological  Seminary,  509,  513 
Lanfranc,  Archbishop  of  Canterbury  (1005?- 
1089),  165 

Langevin,  Paul  (1872-1946),  372,  392 
Language  and  literature: 

development  of,  22,  24-29,  40,  59,  61 
teaching  of,  43, 49-51,  54,  59-65,  67-69, 

97,  99,  107,  110//-,  119,  122//,  138, 
139,  166,  170,  199-207,  261,310- 
312,  325,  368,  546-552 
(See  also  Literacy,  Writing,  and  the  major 
languages) 

Laos,  555,  559 
LaRaza,  466-471 

La  Salle,  Jean  Baptiste  de  (1651-1719),  227 
Latin  America,  20, 194, 196,  228-253,  331- 
332, 467 

Latin  grammar  schools,  118,  121-122,  164, 
254-257,  316,405,414-417 
(See  also  Grammar  schools) 

Latin  language,  40, 45,  69,  105, 117-123, 126, 
131-132,  134,  140,  149,  154,  161,  164, 
168, 170,  175,  176,  199-207,  212,  213, 
221-227,  230,  233,  245,  246,  251,  255, 
257,  259,  260,  262,  263,  271,  279,  287, 
289,  344,  346,  357-359,  362,  386,  387, 
390,  393,  397,  415,  416,  419,  422, 424, 
457,  500,  503,  507,  540 
Latinization,  114-115, 120,  153-155,  168 
Laud,  Archbishop  William  (1573-1645),  276, 
280 

Law,  teaching  of,  45,  46,  100,  111,  123-126, 
133, 136, 148,  161,  163,  171-172,  177, 
202,  223,  249,  251,  261,  263,  270,  274- 
275,  292,  302,  316,  328,  347,  349,  353, 
387,  389,419-423,478,  549 
Learner-oriented  pedagogy,  xv,  110, 121,  126, 
212-218,  227,  327-328,  336,  339,  356, 


Learner-oriented  pedagogy: 

360-361,  372,  391,  394-401, 425-433 
472-479,  556-561 
Leeds,  University  of,  394 
Leibnitz,  Baron  Gottfried  Wilhelm  von  (1646- 
1716),  309,365 
Leiden,  University  of,  257,  544 
Leipzig,  490 

University  of,  256 

Leisure  and  education,  107,  128, 131 
Lenin,  Nicolai  (1870-1924),  383,  523 
Leopold  II  of  Belgium  (1835-1909),  522 
Lessing,  Gotthold  Ephraim  (1729-1781),  358 
Leucippus  (fifth  century  B.C.),  85 
Leval,  Bishop  Frangois  Xavier  de  (seventeenth 
century),  252 

Levant,  36,  38, 47-49,  60,  73,  75,  76,  83,  87 
106,117,192 

Liard,  Louis  (1 846-1917),  390 
Liberal  arts,  83,  95,  97,  107,  112,  120,  122- 
136,  139,  153,  154,  172-176,  179-180, 
201-207,  215,  221-227,  249-250,  255, 
162-263,  269-270,  291-292,  336,  345- 
348,  353,  393,  405-406,  414,  420-425, 
475-478 

Liberalism,  226,  253,  303,  304,  307-312,  315, 
316,  324-325,  342,  355,  359-363,  374- 
379,403 
Liberia,  510-511 

Libraries,  109,  111,  123,  136,  147,  311,  322 
431 

Library  science,  478 

License  to  teach,  163, 177-181, 257,  285,  364, 
371 

Lily,  William  (1468-1523),  259,  261,  289 
Lincoln,  Abraham  (1809-1865),  304, 425, 452, 
458 

Linear  A,  74-75 
Linear  B,  75 

Lisbon,  University  of,  179 
Literacy,  6,  56,  63,  69-71,  76,  78,  83-84,  91//., 
99,  109,  117, 121,  138,  152, 157,  208, 
215,  216,  219,  247,  251,  263,  265,  268, 
272,  273,  277,  278,  287,  288,  314,  319- 
321, 328,  329,  340,  348,  354,  358,  367, 
368,  379-380,  389,  407,  409, 425, 426, 
434, 456, 458,  484, 489, 496,  503,  508, 
511,513,539,  542,  550-553 
(See  also  Writing) 

Literary  societies,  337-338 
Literati,  34,  39,  185 
Litterator,  115-116, 121, 126 
Liverpool  Institute,  344 
Liverpool,  University  of,  394 
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Livingston,  William  (1723-1790),  405, 412,  422 
Livius  Adronicus  {c.  240  B.C.),  118,  119 
Lobachevsky,  Nicholas  I.  (1793-1856),  379 
Locke,  John  (1632-1704),  199,  308,  309,  316, 
336,  337,  344,  360,  365, 419,  420,  543 
Logic,  teaching  of,  51,  92,  97,  100-101,  1 29- 
131,  136,  141,  161,  169,  174,  175,  202- 
205,  211,  213,  221,  222,  224,  245,  261, 
262,  289,  290,  346,  352,  416-419,  475 
Logographic  writing,  40-41,  50 
Lollards,  160 

London,  216,  225,  259,  271,  273,  274,  285, 
498,  504-507 

City  of  London  School  (1836),  344 
University  College  School  (1828),  344,  347 
University  of,  347,  394,  421,  508,  544 
London  Company,  276,  280,  282 
London  Missionary  Society  (1 795),  490,  512 
Long,  Edward  (1734-1813),  492 
Lothaire  1,  Holy  Roman  emperor  (7957-855), 
148,  151 

Louis  1  (the  Pious)  of  France  (778-840),  151 
Louis  VII  of  France  (11217-1180),  111 
Louis  IX  (Saint  Louis)  of  France  (1214-1270), 
159 

Louis  XIV  of  France  (1638-1715),  185,  190, 
226,  252,  253,  280,  302 
Louis  XV  of  France  (1710-1774),  302 
Louis  Napoleon,  emperor  of  France  (1808- 
1873),  355 

Louis  Philippe  of  France  (1773-1850),  354 
Lovett,  William  (1800-1877),  341,  342 
Low  Countries,  167,  207,  223,  256,  257,  296, 
297,  318,  364 

{See  also  Belgium,  Netherlands) 

Lowell,  James  Russell  (1819-1891),  310 
Lowell  Institute  (1836),  431 
Lower  classes,  175,  219-220,  263,  266,  313-315 
{See  also  Artisan  class,  Peasant  class,  Poor 
classes.  Serfs,  Working  classes) 

Loyola,  Ignatius  (1491-1556),  188, 189 

Lucian  (c.  125-190),  208 

Lucretius  (967-55  B.C),  117 

Lucy,  Authutine  (b.  1930),  459 

Indus,  115-116 

Lunar  Society,  337,  338 

Luther,  Martin  (1483-1546),  187-189,  207, 

210,  219,  254,  255 

Lutherans,  187,  254,  282,  287,  288,  304,  305, 
307, 404, 444 
Luvian  language,  74 

Lycee,  225,  350,  352-354,  368,  372,  383,  387, 
390-394,  556 

Lyceum,  Greek,  99-101,  109 


Lyceum,  U.S.,  311,  431-432 
Lyon,  Mary  (1797-1849),  418 
Lyons,  University  of,  223 


Macaulay,  Thomas  Babington  (1800-1859), 
506-507 

McCollum  V.  Board  of  Education  (1948),  448 
449 

McGuffey,  William  (1800-1873),  426 
McLaurin  case  (1950),  459 
McMillan,  Margaret  (1860-1931),  373,  397 
McVickar,  John  (1787-1868),  427 
Madison,  James  (1751-1836),  303,  306,  407, 
492 

Madras,  University  of,  504,  508 
Madrassa,  504 

Maimonides  (11357-1209),  173 
Makerere  University,  Kampala,  541 
Malacca,  230,  231 
Malcolm  X  (1925-1965),  462 
Mali,  530,  541 

Malthus,  Thomas  Robert  (1766-1834),  309, 

338 

Malvern  school,  345 
Manchester: 

Academy  (1786),  338 

College  of  Arts  and  Sciences  (1783),  338 

University  of,  394 

Mann,  Horace  (1796-1859),  409, 410,  428, 430 
Manual  arts,  60,  62,  95,  107,  153,  213,  336, 
391,393,  456,476,477,  497 
Manual  labor  schools,  514 
Manuals  of  instruction,  59-64,  131,  271-272, 

283 

Marburg,  University  of,  256 
Maria  Theresa  of  Austria  (1717-1780),  305 
Marlborough  school,  345 
Marx,  Karl  (1818-1883),  383,  524 
Mary  I  of  England  (1516-1558),  188 
Maryland,  276,  277,  280,  282,  286,  424, 447, 
449 

Mason,  Lowell  (1792-1872),  429 
Mass  education  {see  Popularization  of  educa¬ 
tion,  Universal  education) 

Mass  media,  xvi,  320 
Massachusetts: 

colony  of,  213,  276-284,  287,  289,  306,  405 
state  of,  409-411, 416, 418, 455 
Massachusetts  Institute  of  Technology,  422 
Massachusetts  School  for  Idiotic  and  Feeble- 
Minded  Youth  (1851),  429 
Materialism,  philosophy  of,  198 
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development  of,  58,  85,  148,  175,  198,  211 
309 

teaching  of,  43,  46,  49,  62,  69,  94,  99-100, 
HO//,  123,  125,  136,  141,  170,  176, 
199,  203,  21 1,  213-216,  220-222, 
225,  227,  230,  231,  237,  238,  269, 
271,  273,  289-290,  311-312,  336, 
344,  346,  348-349,  352,  357,  359, 
362,  365,  368,  383-394,  400, 415- 
421,  439,  447,  475,  476,  478,  500, 
505 

Mather,  Cotton  (1663-1723),  283,  289,  307 
425,491 
Mayas,  236,  237 

Mayhew,  Jonathan  (1720-1766),  278 
Mechanics  Institutes,  341 
Medicine: 

development  of,  58,  85,  105,  198 
teaching  of,  46,  62,  69,  100,  1 1  Iff.,  1 20, 
123,  129-130,  136,  148,  161,  166, 
171-173,  179,  202,  222,  223,  231, 
239,  249,  251,  263,  270,  273,  274, 
292,  328,  349,  353,  365,  386-389, 
419-423,478,  549 

Melanchthon,  Philippe  (1497-1560),  223,  254- 
256,  263 

Menander  (349-291  B.C.),  1 10 
Mencius  (c.  370-290  B.C.),  70 
Mendeleev,  Dmitri  Ivanovich  (1836-1907),  379 
Mendicant  friars,  161-162,  188,  229,  231,  234, 
244,  246,  278 

Menes,  king  of  Egypt  (c,  2412  B.C.),  56 
Mennonites,  189,  304,  307,  404,428 
Mental  discipline,  94,  387,  421,  424,  429,  473 
Mercer,  Charles  F.  (1778-1858),  409 
Merchant  class,  34,  67,  82,  87,  99,  107,  128, 

139,  158-159,  185,  190-192,  195,  257, 
260,  266,  271,  281.  303,  346,  415,  495, 
496,504,508,510,549 
(See  also  Middle  class) 

Merchant  Taylors’,  260,  345 
Meredith,  James  (b.  1933),  460 
Mesopotamia,  10,  24,  30,  32,  35-41,  44-57,  61, 
64,  65,  73-79,  84,  85,  90,  103-104,  237 
238,299,485,517 
Mestizos,  234,  241-242,  245,  247 
Metaphysics,  teaching  of,  100,  202,  203,  222 
262,  506 

Methodists,  304,  307, 404,  413,  444,  490 
Methods  of  teaching,  50-54,  60-64,  93, 109, 
118,119,121,126,134,139,155,174, 
181,  204-207,  209.  211-218,  222-223, 
246-247,  290,  327-328,  338,  339,  350, 


Methods  of  teaching: 

355,359,361,377,396-397.400-401 

472,559 

Metropolitanism,  330,  470 
Mexican-Americans,  439,  450,  451  467-470 
539  ’  ’ 

Mexico,  233-237,  241-248,  303,451,467  468 
520  ’  ’ 

University  of,  245,  249 
Michael  1  of  Russia  (1596-1645),  194 
Michigan,  University  of,  424,  425,  431 
Middle  America,  7,  194,  228,  229,  234-242 
Middle  class,  160,  163,  190-192,  220,  257  064 
266,  302,  319-322,  337-347,  351,  35/  ’ 
356-359,  366-369,  376,  385,  397-398  ' 
403, 414-417,  425,  431, 437,  441,  449, 

450.464.465.468.474.502.545 
(See  also  Merchant  class) 

Middle  East,  10,  30,  36,  47,  52,  70,  77,  78,  91, 
104,  105,  114-118,  137,  147,  193  195’ 
235,236,240,490,522,544 
Military  class,  76,  82,  94,  1 15,  120,  127,  158, 
165,  185,  278,  302-303,  344,  356,  365, 

370.377.385.484.523.526.545 
Military  training,  59,  85-89,  94,  101,  108,  125 

238,349,351,361,389 
Mill.  James  (1773-1836),  341,  347,  505,  506 
Mill,  John  Stuart  (1806-1873),  309,  311,  337 
507,  543 
Mills,  Caleb,  409 

Milton,  John  (1608-1674),  186,  216,  316 
Miner,  Myrtella  (1815-1864),  513 
Mirabeau,  Comte  de  (1749-1791),  350,485 
Missionaries,  153,  161,  189,  192-196,  215,  228- 
253,  278,  287,  306,  371,  464-468, 483- 
515,  524,  528,  531-532,  534,  539,  540, 
546.  552 

Mississippi,  University  of,  460 
Missouri,  University  of,  459 
Mittelschule,  376 

Modern  education,  characteristics  of,  323-328 
Modern  languages,  teaching  of,  269,  344,  345, 
347,  349,  362,  387,  390,  415-421, 439, 
447,  448,  477 

Modernization  process,  xivff,  6,  133,  175-176, 
183-199,  210-220,  248,  253,  263-264, 
286,  292,  295-407,  483-488, 496,  498- 
499,  502-503,  511-561 
Modernizing  role  of  education,  175-176,  181, 
185,  196,  204,  208,  210,  218-220,  227, 
234,  307-312,  323-335,  337,  346-364, 
367-479,483-515,  534-561 
Mohammed  (570-632),  147 
Monasticism,  68-69,  101,  137,  149,  150-153, 
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Monasticism: 

162,  165-166,  188,  238,  260 
Monitorial  schools,  339-340, 428 
Monogenism,  489, 498 
Monroe,  James  (1758-1831),  303 
Montaigne,  Michel  de  (1533-1592),  206,  211, 
365 

Montesquieu,  Baron  de  la  Brede  et  de  (1689- 
1755),  308,311,316,491 
Montezuma  I  (1390?-1464),  238 
Montpellier,  University  of,  179,  223 
Moral  philosophy,  161,  201-207,  310,  346-347 
{See  also  Ethics,  teaching  of) 

Morant,  Sir  Robert  Laurie  (1863-1920),  374 
Moravians,  307,  404,  489 
More,  Sir  Thomas  (1478-1535),  21 2,  259,  279 
Morgan,  John  (1735-1789),  421 
Morgan,  Lewis  Henry  (1818-1881),  4,  6 
Morrill,  Justin  S.  (1810-1898),  425 
Morrill  Act  (1862),  414, 425, 439,  440 
Morris,  William  (1834-1896),  373 
Moscow,  University  of,  365 
Moslems,  137,  147,  192-193,  196,  229,  235, 
299, 484,  504,  505,  508,  539,  542 
Mulattos,  495 

Mulcaster,  Richard  (1530?-161 1),  216 
Muller,  Friedrich  Max  (1823-1900),  498 
Munich,  University  of,  347,  387 
Murray,  Lindley  (1745-1826),  417 
Museums,  109,  111,  147,  311,  322 
Music,  teaching  of,  86,  87,  94,  97,  117, 118, 
125,  126,  129,  131-132,  136, 155,  166, 
167, 176,  202,  205,  213,  216,  221,  230, 
245,  254-256,  262,  274,  289,  310,  340, 
349,  354,  357,  360,  379, 400,  416,  417, 
428-429, 448,  476, 477,  500 
Music  schools,  78,  86,  98, 108,  133 
Mycenaean  civilization,  75-77,  79 
Mysticism,  106-107,  131-132,  167 


Nahuatl  language,  238,  248 
Nalanda,  69 

Nantes,  Edict  of,  190,  226,  253,  280 
Naples,  University  of,  179 
Napoleon  I  (Bonaparte)  (1769-1821),  302,  303, 
305,  313,  340,  349,  351-354,  356,  360, 
366,381,491 

Napoleon  III  of  France  (1808-1873),  520 
Nash,Phileo  (b.  1909),  465 
Nation-building  process,  10,  299-304,  329,  307- 
414, 434,  450,  539,  552,  561,  565 
Nation-states,  158-162,  185-186, 195,  218-220, 
235,  257,  299-304,  329,  357,  376,  377, 


Nation-states: 

436, 566 

National  Association  for  the  Advancement  of 
Colored  People,  458,  459, 460,  465 
National  Defense  Education  Act  (1958),  439 
446 

National  Education  Association  (1870),  431, 
446,477 

National  Science  Foundation,  446 
National  Society  for  Promoting  the  Education 
of  the  Poor  in  the  Principles  of  the 
Established  Church  throughout  England 
and  Wales,  340,  342 

National  Teachers  Association  (1857),  431 
National  Union  of  Teachers,  374 
National  Urban  League,  460 
National  Youth  Administration  (1935),  439 
Nationalism  and  education,  xvi,  139, 158-160, 
167, 185-186,  254-270,  301-305,  310- 
311, 327,  350,  353,  359,  361,  367,  371, 
379, 405-407,  425-426,  43  8  4  40, 442- 
443, 485,  486,  523,  543,  559,  561,  564, 
567 

Natural  history,  101 
Natural  law,  307-312,  335-338,427 
Natural  philosophy,  101,  136,  161, 169,  173, 
202,  203,  205,  222,  224,  257,  262,  289, 
290,  310,  346-347, 419, 420,  506 
{See  also  Physics) 

Natural  rights,  304,  307-312, 485,  488, 491- 
494,  498 

Naturalism,  philosophy  of,  309 
Naturalism  in  education,  356,  360-361, 476 
Navigation: 

development  of,  192-193, 195 
teaching  of,  271,  273,  365,  415 
Nazis,  376,  377,  382,  387-389 
Nebuchadnezzar  II  (d.  561  B.C.),  48 
Negritude,  534 
Negro  colleges,  456-457 
Negroes,  240-244,  276,  281,  317, 409,  411, 
438,  452463, 493, 494,  511,  513,  514, 
547 

{See  also  Afro-Americans,  Blacks) 

Neill,  A.S.  (b.  1883),  397 
Neolithic  societies,  7,  18-29,  30,  36,  38,  55-56, 
194, 236 

{See  also  Folk  societies) 

Neoplatonists,  129,  131 

Netherlands,  163,  164,  186-188,  195,  253,  256, 
257,  271,  275,  280,  305,  313,  368,  369, 
403,517,527 
{See  also  Low  Countries) 

Netherlands  Missionary  Society  (1797),  490 
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Neville,  Henry  (1620-1694),  316 
New  Deal,  438,  465 

New  England,  58,  275-288,  321,  322,  404  414 
415,431 

New  Hampshire,  276,  282,  306,  405,  412 
New  Jersey,  282,  412,  416,  470,  493,  495 
New  Netherland,  280,  284 
New  Spain,  233,  242-248,  251 
New  York: 

colony  of,  276,  282,  286 
state  of,  410,  412,  418,  429,  446,  447  468 
493 

New  York  City,  1 0,  32 1 , 405,  420,  429  43 1 
448,498 

New  York  Missionary  Society,  490 
New  York  State  Board  of  Regents,  449 
New  York  State  Normal  College,  431 
New  York  University,  431 
New  Zealand,  296,  297,  332,  483 
Newcastle  Commission,  342,  343 
Newman,  John  Henry,  Cardinal  (1801-1890) 

347 

Newton,  Sir  Isaac  (1642-1727),  184,  198,  290, 
308,309,335,346,418,420 
Nicholas  I  of  Russia  (1796-1855),  366 
Nicholas  11  of  Russia  (1868-1918),  379 
Nigeria,  501,  503,  510,  534,  542,  556 
Nixon,  Richard  M.  (b.  1 9 1 3),  465 
NobHity,  89,  160,  164-167,  185-186,  190-192, 
217,  243,  263,  266,  275,  317,  349,  357 
365-366,  383 
Nominalism,  169 

Nonsectarian  instruction,  408,  410-411,  412- 
414,445-450 

Normal  schools,  322,  353-355,  368,  391-392 
429-431,  540,550-551 
North  Carolina,  University  of,  413 
Northern  Missionary  Society,  490 
Norwich  University,  424 
Notre  Dame,  schools  of,  177 
Notre  Dame,  Sisters  of  the  Congregation  of 
227,252,348 
Nunn,  Percy  (b.  1870),  398 
Nuremberg,  University  of,  256 


Oath  of  Supremacy  (1562),  260 
Oberlin  College,  509,  513 
Oberreah’chule,  387 
Oblati,  152 

Office  of  Education  (U.S.A.),  438,  440 
Oklahoma,  University  of,  459 
Oligoliterate  societies,  76 

Oral  tradition,  22,  24-29,40,67-69  83  175 
238,250,532,540,543  ’  ’  ’ 


Oratorians,  349 
Oratory  (see  Rhetoric) 

Oregon  case,  442,  443 
Orientalists,  504-509 
Origen  (1852-254?),  136 
Orleans,  schools  of,  177,  223 
Orphans,  272,  286,  339,’ 357,  360 
Orthodox  church,  138,  444 
Greek,  105,382,  383,484 
Russian,  194,  364,  365,  380 
Oswego,  N.Y.,  430-431 

Otis,  James  (1725-1783),  492 

Otto  I  (the  Great)  Holy  Roman  emperor  (91 9 
973),  147,  151 

Ovid  (43  B.C.-17?  A.D.),  117,  221, 222  989 
Owen,  Robert  (1771-1858),  339,  341 
Oxford  Reformers,  261 
Oxford  University,  160,  179,  182,  258,  261 
269,  273,  274,  346,  347,  394,  419  425 
544 


Padagogium,  357 
Padroado,  229,  230 
Padua,  University  of,  179,  222 
Paedotribe,  88,  98,  109 
Page,  education  of,  1 66 
Paideia,  86,  107-115,  118,  124-125,221-222 
Paidonomous,  108-109 
Paine,  Thomas  (1737-1809),  492 
Pakistan,  535,  555,  557,  559 
Palace  schools,  58-59,  74-76,  150-151 
Palaestra,  78,  85-87,  98-99 
Paleolithic  societies,  7,  18-29,  194 
(See  also  Folk  societies) 

Palestine,  50,  61,  63,  107,  135,  147 
Pan-Hellenism,  96-97,  104 
Pansophism,  212-215 

Papacy,  151,  157,  160,  172,  178,  185-190, 
228-229,262 
Papinian  (1507-212),  133 
Paris,  151,  172-177,  226,  252,  353,  490.498 
Treaty  of  (1763),  302 
University  of,  173,  177-180,  223,  224,  544 
Parish  schools,  152,  162,  254,  257 
Parker,  Francis  W.  (1837-1902),  476 
Parliament: 

British,  160,  182,  185,  186,  188,  216,  217, 
257,  262,  279,  316,  341,  342,  345-347, 
373,374,495,504.510 
Scottish,  256 

Parochial  school  aid,  381 .410-411,  438-440, 
444-450 

Partridge,  Alden  (1 7857-1854),  424 

Pasteu.,  Louis  (1822-1 895),  309 
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Pastoral  society,  13,  24-25,  38,  52,  77 
[See  also  Folk  societies) 

Patio  schools,  247 
Patricians,  116, 119,  120 
(See  also  Senate,  Roman) 

Paul,  Saint  (d.  67?  A.D.),  135 
Paul  III,  Pope  (1466?-! 549),  249 
Paul  the  Deacon  (7402-790?),  148 
Pavlov,  Ivan  Petrovich  (1849-1936),  379 
Peabody,  Elizabeth  (1804-1894),  428 
Peabody,  George  (1795-1869),  457 
Peabody  Institute,  431 
Peacham,  Henry  (15767-1643),  279 
Peasant  class,  95,  106,  115,  160,187,  272,  360, 
368,371,385,389,497,545 
Pedagogue,  116 

Pedagogy,  xv,  154,  205-206,  210-218,  250, 

288,  340,  355,  361,  363,  429431,  471- 
479,  550 

Pedology,  399-400 
Peirce,  Charles  (1839-1914),  471 
Peirce,  Cyrus  (1790-1860),  430 
Penn,  William  (1644-1718),  280 
Charter  School,  416 

Pennsylvania,  280,  282,  307, 413,  416, 424, 
428,  447, 449 
University  of,  413,  420, 423 
University  of  the  State  of,  413 
Peonage,  244 

Performance  contracting,  397 
Pergamum,  104, 109,  111,  120, 123 
Pericles  (d.  429  B.C.),  99 
Perkins  Institute  for  the  Blind  (1832),  429 
Perry,  Matthew  Calbraith  (1795-1856),  522 
Persian  language,  503,  504,  507,  508 
Peru,  civilization  of,  7,  1 1,  32,  233-246 
Pestalozzi,  Johann  Heinrich  (1746-1827),  360, 
361,428,430 

Petain,  Henri  Philippe  (1856-1951),  371,  381 
Peter  of  Ghent  (sixteenth  century),  245,  247 
Peter  the  Great  of  Russia  (1672-1725),  194, 

365 

Peter  of  Pisa  (c.  782),  148, 150 
Petrarch,  Francis  (1304-.374),  161,  175, 184 
Petty,  Sir  William  (1623-1687),  210,  216 
Petty  schools,  260,  264-265,  272,  288 
Phelps-Stokes  report  (1922),  547 
Philadelphia,  College  of,  412, 413,  420,  421 
Philanthropinum,  358 

Philanthropy  in  education,  315,  338-339,  357, 
360, 413, 431, 453, 456-458, 485, 488, 
493-495,499-501,514 
Philbrick,  John  D.  (1818-1886),  428 
Philip  II  (Augustus)  of  France  (1165-1223), 

159, 178 


Philip  II  of  Macedonia  (382-336  B  C )  90-91 
101,104 

Philip  II  of  Spain  (1527-1598),  223,244,  250 
Philip  IV  (the  Fair)  of  France  (1165-1223) 

160,  161 

Philip,  Reverend  John,  512 
Philippines,  229,  231,  250,  251,  370,  525,  530 
535, 555 

Philosophes,  4-6, 199,  307-312,  349-350,  485 
494 

Philosophical  schools,  100-101, 104, 105, 108, 
111//;,  119-120,  123,128, 133, 135 
Philosophy; 

development  of,  58,  70,  84-85,  106,  112, 
309,471-472 
of  education,  91-98 

teaching  of,  51, 94,  99-100, 107, 11 1/)), 
120,  124-126,  133, 136,  137,  139, 
141,  147,  160,171,  173,201-207, 
222,  223,  230,  231,  245,  246,  251, 
262,  291,  344,  346,  352,  359,  362, 
390,  391, 418420,  475, 478,  507, 
542 

Photius  (d.  891),  138 
Phrenology,  498 

Physical  education,  77,  85-89,  98-99,  101,  107, 
116, 117,  181,  216,  221,  238,  255,  349,’ 
361,  375,  389,  391,  393, 400, 429,  447, 
477 

Physics: 

development  of,  148,  309 
teaching  of,  100,  310,418-419,421,478 
Piarists,  227 

Pictographic  writing,  36,  38-41,  74,  237 
Pierce,  JohnD.  (1797-1882),  409 
Pierce,  Legrand,  454 

Pietaslitterata,  207-210,  223,  255,  257,  259, 
263,  287 

Pindar  (5207440  B.C.),  110,  222 
Pirogov,  Nicholas  I.  (1810-1881),  378 
Pitt  Act  (1784),  504 

Pizarro,  Francisco  (14757-1541),  240,  246 
Place,  Francis  (1771-1854),  341 
Plato  (4277-347  B.C.),  93-94,  96-98, 100, 101, 
111,  112,  129, 132,  136, 169,202,  222, 
316,  543 
Plebs,  116 

Plessy  V.  Ferguson  (1896),  455, 459 
Plowden  Report,  397 
Plutarch  (467-1 207),  105,  202,  222 
Poetry: 

development  of,  77, 118-119 
teaching  of,  94,  99,  127, 130-131,  201 
Poland,  213,  296,  313,  364,  366, 441 
Polis,  78-83,  85-89,  91-92,  106, 107//.,  566-567 
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Political  institutionalization,  6, 13,  31-35,  38- 
44,47,  56-57,  67,  70,  87,  115,  146-147, 
157-160, 185-186,  236,  257,  279-283, 
300-304,  315-317,  329-330,  357,  403, 
434 

Political  participation,  82-83, 112//,  158,  167, 
186,  190-192,  218,  280,  312-317,  319,' 
320,  329,  365,  377, 403, 407-414,  433, 
436,527,  568 

Political  role  of  education,  56-57,  107//,  112- 
113,  121,  122,  125-126,  185-190,  254- 
257,  350,  377,  388-394,  397-401, 421- 
422 

Political  science,  92,  97, 100, 125,  203,  213, 
231,  262,  289,  290,  309,  310,  344,  346, 
347,  349,  389, 421,  472, 478,  528,  543 
Political  socialization,  301,  315,  317,  322,  327, 
380 

Politicos  philosophos,  125 
Politior  humanitas,  125 
Polk,  James  K.  (1795-1849),  303 
Polo,  Marco  (12527-1324?),  193 
Polygenism,  489,  492 
Polytechnicalization^  380,  384,  389-390 
Poor  classes,  XV,  106-107,  116,  124,  134,  135, 
137,  162,  181,  216-217,  220,  223,  226- 
227,  256,  260,  265,  266,  272-273,  285, 
286,  306,  322,  338,  341, 348,  354,  357, 
360,  373,  396-397, 404,  408, 409, 427, 
428,439,469,494,499 
Poor  Law  of  1601,  273,  285 
Popularization  of  education,  xv,  123,  128,  134, 
152,  167,  175,  188,  208,  213-215,  218,’ 
262-275,  286,  292,  299-300,  314-317, 
320,  323-325,  327,  329-334,  348,  350, 
354-355,  367-379,  383-425,  433-441, 
512-513,  530,  533,  535,  542,  558-559, 
566 

Population  growth,  39,  157,  252,  275-276, 

280,  321,520 
Porphyry  (2327-3047),  131 
Port  Royalists,  222,  227 
Portugal,  179,  188,  193-195,  228,  229,  233, 

234,  297,  522 

Portuguese  language,  230, 415 
Practical  sciences,  49,  54,  58,  129-130, 136, 
307-312,337-338,403 

Practical  studies,  69,  72,  95,  97,  107,  110, 174, 
210-218,  220,  227,  254,  256,  270-275, 
311,  325-326,  329,  337,  341,  344,  346, 
349,  354,  360,  371, 383-394, 402,  406, 
414-425, 433, 471,  476, 477, 497,  500, 
503,  505,  506,  508, 522,  532,  546-552 
Pragmatism,  471-474 
Prakrits,  68 


Pratt,  General  Richard  Henry  (1840-1924),  465 
Prayers  in  school,  448-449 
Prehistoric  societies  (see  Folk  societies) 
Presbyterian  Board  of  Foreign  Missions,  511 
Presbyterian  Church,  188,  256,  282,  304,  306 
337,404,412,413,444,490 
Prescribed  curriculum,  50-54,  59-60,  98  101 
171,  179,  225-226,  255,  262,’  291,  353 

356,358,362,379,415,420,422  4J4 

553  ’  ■  ’ 

Priesthood,  38-43, 48,  58,  60-65,  67-69  84 
113,  133,135,150,152,160-162,  231 
236-238,  248,  250-252,  258,  263  348  ’ 
365,  366,  382, 419-420 
Priestley,  Joseph  (1733-1804),  337,  338 
Primary  schools  (see  Elementary  education) 
Primitive  societies  (see  Folk  societies) 

Princeton  Theological  Seminary,  511,  512 
Princeton  University,  412, 423 
Printing,  192,  206,  322 
Priscian  (d.  526  A.D.),  130, 149,  154, 174 
Private  schools,  72,  116, 118, 126,  148, 164- 
165,  191,  257,  260,  268,  270-272,  274, 
286,  335,  342,  344-345,  348,  349,  353, 
354,  376,  377,  380,  411-418, 433, 439- 
450,  453,461,508,535 
Privy  Council  Education  Committee,  497  498 
546 

Prodicus  (c.  430  B.C.),  99 
Professional  associations,  310,  311,  565,  566 
Professional  class,  xv,  31,  38-51,  54,  59-60,  62, 
84,  90,  105-106,  133-134,  138, 148-150 
157,  171,  181,  185,  249-250,  263,  268, 
269,  288,  292,  298-301,  310,  314-315, 
345,  346,  348,  351,  356,  359,  368-370, 
386,  389, 403, 421,  423-424, 431,  457, 
465, 468, 474, 475,  508,  533,  542-552, 
562,565 

Professional  education,  43, 46,  50,  59,  61,  111, 
171-176,  200-207,  216,  217,  249-250, 
258,  270-275,  291-292,  325-328,  347, 
351//,  352-354,  357,  361,  363,  364, 

372,  383-394,  414-425, 433,  438, 471, 

477- 479,  546-552,  562 

Progress,  idea  of,  4,  307-312, 405-407, 470, 

472, 485,  522,  525 

Progressive  education,  397,  399-400, 474, 476, 

478- 479 

Propaedeutics,  141, 145-155,  168 
Proprietary  schools,  344-345, 414-415 
Protagoras  (4857-4117),  99 
Protestantism,  185-190,  207-210,  254-292, 
304-307 

(See  also  Reformation) 

Protestants,  187-189, 199,  207-210,  227,  246, 
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Protestants: 

253,  257,  261,  278,  282,  376,  382,410, 
438,  441,  443,  445,  446,  448,  449,  464 
475,489 

Protoliterate  education,  36-41 
Prussia,  296,  303,  357,  358,  360,  362-364,  366 
376 

Psellus,  Michael  Constantinus  (1020-1 105‘0 
139 

Psychology,  125,  325,  336-337,  473-475,  478 
492 

Ptolemy  (d.  161  A.D.),  105,  132,  290,419 
Public  education,  72,  90,  108//:,  123-124,  126- 
127,  148,  163,  166,  191,  215-218,  224, 
256,  278,  285,  286,  306,  315,  317,  322- 
328,  337,  338,  355,  372,  374,  376,  393, 
398,  402-414,  433,  440-450,  453,  455,  ’ 
456,  459,461,466,  467-471 , 493,  496, 
505,508,510,531-532 
Public  schools,  English,  166,  258-260,  268, 

337,  345-346,  393-394,  397-399 
Public  Instruction,  Committee  of  (1 823),  505 
506 

Public  Works  Administration,  439 
Puerto  Rico,  451,  468,  535 
Puerto  Ricans,  10,  439,  450,  451,  467,  468 
Pufendorf,  Baron  Samuel  (1632-1694),  316 
Pupil  teachers,  340 

Puritans,  184,  185,  188,  190,  216,  256,  261, 
262,  276-278,  280,  282,  287,  289,  335, 
426,491 

Pythagoras  (sixth  century  B.C.),  85,  110,  132 
Pythagoreans,  101 


Quadrivium,  130,  131,  154,  174,  181,  261 
(See  also  Arithmetic,  Astronomy,  Geometry, 
Music) 

Quakers,  189,  280,  282,  287,  304,  305,  404, 
428,490,491,493 
Quechua  language,  239 
Quintilian,  Marcus  Fabius  (first  century),  97, 
121,  122,  126,  127,  131,  154,  202,  221, 
225 

Quipu,  239 

Quito,  University  of,  249 

Rabanus  Maurus  (776?-856),  151 
Rabelais,  Francois  (1494?-1553),  206,  212,  215 
Racism,  6,  230,  231,  234,  241, 250,  299,  317, 
324,  388,  423-424,  434,  451-471,  474, 
485,  486,  491-492,  497-499,  501-502, 
505,  523-530,  532,  541 
Raikes,  Robert  (1735-1811),  339 


Raleigh,  Waiter  (1552-1618),  264 
Ramus,  Petrus  (1515-1572),  215,  261  290 
292,418 

Ranke,  Leopold  von  (1795-1886),  4,  309 
Ratio  studiorum,  222,  224,  233,  249 
Rationalism,  58,  84-85,  95,  106,'  110,  112,  133 
136,  139,  168-170,  197,  199,  ^4,”^  ’ 
307-312,  316,  323,  359,  424,  543  563’ 
568 

Raynal,  Abbe  Guillaume  Thomas  (1711-1796) 
491 

Reading,  teaching  of,  83,  86-87,  94,  108-109, 
116,  118, 121,  126,  147,  150,  163,  165- 
166,  213,  216,  220,  243,  246,  252,  254- 
256,  265,  284,  287,  339-340,  342,  350, 
360,  365,  415,  416,  464,  496,  497,  513 
Realgymnasium,  378,  387 
Realia,  210-218 
Realism: 

medieval,  168-170 

modern,  197-199,  200,  203,  210,  212,  220, 
290,336,416,543 

Realistic  studies,  210-218,  254,  344,  356  357 
360 

Realschule,  358,  363,  378 
Rechenmeisters,  165 

Reconstruction,  452-453,  454-456,  458,  514 
Reform  Act  of  1832,  341 
Reformation,  185-190,  197,  199,  200,  207-211, 
213,  220,  227,  254-292,  306,  543 
Reformed  Church: 

Dutch,  256,  282,  287,  404,  412 

French,  282 

German,  256 
Reims,  University  of,  223 
Released-time  religious  instruction,  448 
Religion,  conception  of,  39,  58,  64,  69,  84-85, 
106,129,133,134 

Religious  freedom,  189-190,  282,  300,  304-307, 
329,  377,  381-383,  404,  406,  408,  410- 
411,  420-422,  433,  444-450 
Religious  instruction,  63,  67-69,  98,  135-136, 
199,  207-210,  213,  218-220,  222,  239, 
245,  252,  254-257,  262,  290,  341-343, 
354,  360,  362,  366,  374,  378,  381-383, 
408,  410-411,  413, 417,  419-420,  425- 
426,  440,  445-450,  464,  475, 496,  499 
Religious  orders,  113,  222,  226-228,  252-253 
Religious  tests,  347-348 
Removal  Act  of  1830,  514 
Renaissance,  199-202,  205-208,  211,  213,  220- 
225,  250,  257,  261,  262,  288,  289,  291 
Rensselaer  Polytechnic  Institute,  422 
Republican  Party,  304,  403,  438,  452, 454 
Research-mindedness,  45,  111,  113,  299,  310, 
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Research-mindedness: 

319,  326,  330,  348,  359,  362,  371,  378, 
385,  387-388,  394,  424,  433, 439,  440, 
471,555,  599-561,565 
Reuchlin,  Johann  (1455-1522),  255 
Revisionism  in  history,  xiiiff. 

Revolutionary  societies  and  education: 
American,  188,  296-297,  306,  313,  315- 
317,  319, 403-407,  412,  414,  420, 
425427, 452,  458, 491-493, 499, 
514 

English,  184-185, 194,  216-219,  257-275, 
316-317,335 

French,  253,  296-297,  305,  312-316,  338- 
339,  348-351,  356,  365, 403,  491 
Russian,  331,  378-380,  382,  390 
Rhetor,  97, 124 
Rhetoric: 

development  of,  77,  92 
teaching  of,  92,  96-100,  1 1 1//.,  1 1 9-1 20, 
122-127, 130-131, 136,  139, 148, 
154,163,175,  199,  201-207,211, 
213,  221,  222,  245,  255,  257,  261, 
262,  274,  289,  290,  416-417,  419- 
420,  422, 475 

Rhetorical  schools,  100-101, 105,  108-109, 
111//.,  119-120, 122-123,  125,  127, 

133, 134 

Rhode  Island,  276,  282,  283, 412,  447 
Ricardo,  David  (1772-1823),  309,  341 
Ricci,  Matteo  (1552-1610),  231 
Richard  II  of  England  (1367-1400),  166 
Roberts  case  (1849),  411, 453, 455 
Rolland  d’Erceville  (1734-1794),  350 
Roman  Catholic  Church,  160-162,  185-190, 
198-226,  235,  242,  252,  259-262,  304, 
305,  348,  349,  351,  352,  372,  373,  376, 
381,  438, 444,  445,  464, 468,  475, 489 
Roman  Empire  (see  Imperialism) 

Roman  Republic,  114-125, 130-132,  316 
Romans,  65, 109, 114,  115, 120,  121, 126, 
130,134,174,196,  299,485,486 

Rome: 

city  of,  10,  91, 104, 105, 114-130, 133, 

134,  149,152,153,161,168,172, 
173,  196,  200,245 
schools  of,  148,  172 
University  of,  179 

Roosevelt,  Franklin  Delano  (1882-1945),  458 
Rosall  school,  345 
Roscellinus  (d.  1122),  168 
Rosenwald,  Julius  (1862-1932),  457 
Ross,  Sir  E.  Denison  (1871-1940),  560 
Rostock,  University  of,  256 
Roume,  Emest-Nestor,  533,  551 


Rousseau,  Jean  Jacques  (1712-1778),  309  316 
350,356,360,365,491,543 
Roy,  Rammohun  (1772-1833),  505,  506,  508 
Royal  College  of  Physicians,  274 
Royal  Society  of  London,  197,  269,419 
Rugby,  260,  344,  345 
Rural  society,  xv,  10,  24-25,  76,  79,  87  89 

107,115,132,137,138,191,216,318 

319,  321 , 404-405, 432, 437, 450,  458  ’ 
496,  542,  546-552 

Rush,  Benjamin  (17452-1813),  406,  492 
Russell,  William  (1798-1873),  431 
Russia,  20,  137,  194,  296,  297,  330-332,  334 
364-366,  368-370,  377-380,  382-385,  ’ 
389-392, 427,  441, 484,  520,  522,  523 
527,530,542,550,551,555 
Russian  ianguage,  377,  379 
Russians,  137, 196, 485,  507,  517,  520,  522 
524,  544 

Rutgers  University,  412 


Sahagun,  Bernardino  de  (14997-1590),  248 
St.  Andrew’s  University,  394 
St.  Paul’s  school,  225,  259,  260,  345 
Saint-Simon,  Comte  de  (1760-1825),  309 
Salamanca,  University  of,  179,  223,  245,  249 
Salerno,  school  of,  148,  172, 173,  177 
Sallust  (86-34  B.C.),  208,  3 1 6 
San  Marcos,  University  of,  246,  249 
Sanscrit  language,  67-70,  230,  503-507 
Sappho  (c.  600  B.C.),  110 
Sargon  of  Akkad  (2370-2315  B.C.)  44.  237 
Schall  von  Bell,  Johannes  Adam  (1591-1699) 
231 

Scholasticism,  168-171,  197,  199,  203,218, 
261-263,  346,359 

Scholasticus,  129, 163,  171,  175,  177,  200, 
203 

School  Lunch  Act  (1948),  446 

Schreiber,  165 

Science: 

applied,  227,  231 

development  of,  31,  58,  72,  84-85,  133, 
136,  147,  197-199,  211,  298-300,  307- 
312,  329,  330,439 

teaching  of,  49,  54,  62,  64,  69,  100, 110)/., 
120,137-141,147,154,166,169- 
170,  174,  199,  202,  210-218,  221, 
222,  225,  231,  238,  269,  273,  290, 
308,  315,  325,  336,  341,  344-349, 
353,  354,  357-360,  362,  364-366, 
368,  379,  383-394,  403,  414-425, 
439,  447,  471, 475-477, 479, 484, 
498,  505,  506,  508,  522,  528,  542- 
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Science: 

teaching  of,  552,  555,  561,  565 
Scientific  revolution,  184,  195, 197-199,  298 
Scotland,  149,  187,  188,  256,  257,  305,  335, 
337,347,  375 
Free  Church  of,  505 

Scottish  Missionary  Society  (Presbyterian) 
(1794),  490 

Scribes,  40-41, 43-51,  56,  58-65,  67-69,  75-78, 
83 

Sears,  Barnas  (1802-1880),  457 
Secondary  education,  98-102,  108,  118-122, 
138,  147,  162-164,  206-210,  216,  218- 
219,  222-227,  245-252,  254-257,  265, 
268,  323-328,  332,  334,  343-346,  349, 
350,  353,  369,  373,  374,  376,  380,  383- 
394,  397-399,  405,  411-412,  430,  434- 
435, 439-440,  447,  448, 451-452, 466, 
476-477,  507,  508,  533-535,  538-558 
Secondary  modern  school,  368,  393-394,  399 
Secular  schools,  148-149,  298,  305,  323,  341- 
343,  347,  350//.,- 355,  372,  373,  378- 
380,  389,  508,  542-546 
Secular  studies,  45-46,  61,  68-69,  124,  133, 
136,  148,  153,  210-218,  220,  298,  315, 
325,  329,  337,  341,  365,  381-394,  403, 
414-426, 444-450, 471,  477,  508,  542- 
546,565 

Secularism,  45,  61,68,72, 106,  133-134, 136, 
138, 139,  147, 158, 161, 167,  169,  171, 
200,  210,  220,  258,  262,  298,  300,  304- 
312,  325,  371,  373,  378,  381-383,  421- 
422, 424,  440, 441, 444-450,  491-494, 
522,542-546,568 

Segregation,  411, 433,  434,  442, 444, 449, 
451-471,547 

Seguin,  Edouard  (1812-1880),  429 
Select  Committee  on  Africa,  502 
Selective  model  of  university  preparation,  553- 
555,  558 

Semitic  languages,  44-51,  74,  83 
Senate,  Roman,  115-117, 119, 120, 127-128, 
131 

Senegal,  509,  530 
Separation  Act  (1905),  381 
Separation  of  church  and  state,  189-190,  282, 
304-307,  315,  325,  381-383, 440, 444- 
450,  464 

Sepulveda,  Juan  Gines  de  (14907-1574),  243 

Serfs,  124, 128, 157,  360,  366,  378, 488 

Serrano  v.  Priest  (1971),  469 

Seville,  University  of,  179 

Sewall,  Samuel  (1652-1730),  491 

Seward,  Austin,  513 

Sharp,  GranviUe  (1734-1813),  499 


Sheffield,  University  of,  394 
Sheldon,  Edward  (1823-1897),  430 
Shrewsbury  school,  260,  345 
Sicily,  87, 117,  165,  173,  186 
Sidney,  Algernon  (1622-1683),  316 
Siena,  University  of,  179 
Sierra  Leone,  495,  499-502,  510,  511,  534,  541 
Company  (1791),  499-500 
Silliman,  Benjamin  (1779-1864),  310 
Sipuel  case  (1947),  459 
Slater,  JohnF.  (1815-1884),  457 
Slavery,  82,  86, 90,  95,  106-107, 1 16, 128, 

233,  243,  244,  279,  281,  317,  322, 406, 
423,  452,  485-496, 498-503,  509-510, 
512-515,523,  528 
Slums,  322,  339,  439 
Smith,  Adam  (1723-1790),  338 
Smith,  Samuel  Harrison  (1772-1845),  405-406 
Smith,  Sidney  (1771-1845),  347 
Smith,  'William  (1727-1803),  420 
Smith-Hughes  Act  (1917),  438, 477 
Smith-Lever  Act  (1914),  438 
Snell,  George,  216,  217 
Snyder  Act  (1924),  465 
Social  differentiation,  6, 13,  31-35,  38-43, 47, 
51,  57-58,  67,  78-83,  87,  158,  171,  247, 
257,  281,  315,  320,  546,  552-556 
(See  also  Stratification) 

Social  mobility,  320,  324,  328,  343,  376,  392, 
398, 432, 476,477 

Social  sciences,  6,  31, 125,  126,  203,  309,  325, 
347, 419-422, 439, 471-472, 475,  543, 
560 

Social  studies,  119,  215,  369,  383,  418,  476, 
477,  560 
teaching  of,  290 
Social  work,  478 

Society  of  American  Indians  (1911),  465 
Society  for  the  Diffusion  of  Useful  Knowledge 
(1826),  341 

Society  for  Missions  to  Africa  and  the  East 
(1799),  490,  500 

Society  for  Promoting  Christian  Knowledge 
(1699),  338,  504 

Society  for  the  Promotion  of  Collegiate  and 
Theological  Education  at  the  West,  413 
Society  for  Propagating  the  Gospel  among 
Indians  and  Others  in  North  America, 
490 

Society  for  the  Propagation  of  the  Gospel  in 
Foreign  Parts  (S.P.G.)  (1701),  404, 427, 
489-491,495,514 

Society  for  the  Propagation  of  the  Gospel  in 
New  England,  278 
Socinians,  189 
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Sociology,  309,  472, 474 
Socrates  (470?-399  B.C.),  92-93,  96,  100,  112 
Solon  (638?-559  B.C.),  87 
Song  schools,  152 

Sophists,  11,  90-93,  96,  97,  99-101,  202 
Sorokin,  Pitirim  Alexandrovitch  (1889-1968),  3 
South  (U.S.A.),  58,  280-288,  317,  331,  411,  ’ 
437, 446,  449,  452-462, 467,  470,  492, 
493,498,512-514,547 

Southern  Christian  Leadership  Conference,  460 
Southern  Education  Conference,  456 
Souza,  Tome  de  (15107-1564?),  233 
Spain,  87,  117,  137,  147,  148,  151,  152,  154 

173,177,179,185,186,188,194,195, 
223,  228,  229,  241-246,  250,  297,  305, 
522 

Spaniards,  168,  186,  194,  234,  235,  238,  240- 
245,  248-251,467,468,  486 
Spanish  language,  206,  244,  245,  250,  251,  415 
416,466-471 

Spanish  speakers,  xv,  444,  451,  466-471 
Sparta,  82,  86,  87,  89-91,  93,  101 
Spear,  Percival,  560 

Specialization  in  education,  310,  326-327,  330, 
345,  346,  348,  349,  351,  353,  356,  362- 
363,  384-394,  399,  422,  424,  433,  471, 
473,478,522-556 
Spencer,  Herbert  (1820-1903),  4,  6 
Spener,  Philip  Jacob  (1635-1705),  305 
Spengler,  Oswald  (1880-1936),  3 
Sprat,  Bishop  Thomas  (1636-1713),  310 
Spurzheim,  Johann  Caspar  (1776-1832),  498 
Squire,  education  of,  166 
Stagnation,  559 

Stalin,  Joseph  (1879-1953),  383,  389 
Starkey,  Thomas  (sixteenth  century),  275 
State  and  education,  108, 123,  162-163,  186- 
190,  218,  254-292,  324,  341-343,  346- 
348,  350,  352-353,  355,  357,  371,  381- 
383,  393,  405-414,  416,  433,  436-437, 
442-443,459-460,531 
{See  also  Nation-building  process.  Political 
institutionalization) 

State  universities,  405, 41 2-414,  41 8-425 
Statute  of  Artificers  (1563),  27^  285 
Stoaof  Zeno,  100, 109 
Stoicism,  104,  109, 112j5f,  129 
Stoics,  101, 104,  109,  112,  113,  129 
Stowe,  Calvin  E.  (1802-1886),  409,  428,  430 
Strasbourg,  University  of,  256,  257 
Stratification,  32-33,  67,  70, 106-107,  116 
124, 128,  158-160,  236,  241,  250,  278 
320,  324,  328,  343,  345,  355,  357,  369, 
371,  374,  378,  392,  395,  399,  444,  508! 


Stratification: 

541,  546,  557 

{See  also  Social  differentiation) 

Streaming,  399 

Student  Nonviolent  Coordinating  Committee 
460 

Student  unrest,  370,  379,  388,  392,  435 
Studium  generate,  172,  176,  178 
Sturm,  Johann  (1507-1589),  223,  255,  257 
Sullivan,  James  (1744-1808),  493 
Sulpicians,  252 

Sumer,  10,  11,36-46,49-51,56,57,78  79  83 

196,566  ’  ’  ^ 

Sumerian  language,  35-51 
Sumner,  Charles  (181 1-1874),  411  453  454 
458  >  ,  , 

Sunday  schools,  339,  341,  428 
Superior  normal  school  (French),  353-354 
Supremacy,  Act  of  (1534),  188,  259 
Supreme  Court  (U.S.),  442,  445-450,  452-455 
458-462,470,514 
Sweatt  case  (1950),  459 
Sweden,  213,  255,  297 
Switzerland,  187,  188,  216,  305,  313,  328, 
360,364,399,403 
Syllabic  writing,  40,  50,  74 
Syms,  Benjamin  (1591?-1642),  286 
Syria,  38,  50,  61,  63,  91,  107,  147,  173 

Tabula  rasa,  336 

Tacitus  (557-117?),  316 

Talleyrand,  Charles  Maurice  de  (1754-1838) 

350 

Talon,  Jean  (seventeenth  century),  252 
Taoism,  70, 484 

Tappan,  Henry  P.  (1805-1881),  424,  425 
Taunton  Commission,  345 
Tawney,  Charles  H.  (1837-1922),  560 
Tax  credit  plans,  447 

Taxation  for  schools,  405,  408,  409,  437,  443 
469-470 
Taxila,  68 

Teacher  training,  217,  222,  227,  232,  247,  248 
257-259,  322,  326-327,  340,  350,  353-  ’ 
354,  357,  360,  361,  363-365,  371,  377, 
379,  389-390, 417, 418,  422, 424,  429- 
431,  451,  457,  466,  507,  515,  540-541, 
550-552,  554,  558,  559 
{See  also  Normal  schools) 

Teachers  College,  Columbia  University,  473 
Teaching  orders,  348-350,  381 
{See  also  Missionaries) 

Teaching  profession,  36,  38-43,  44-45,  48,  52- 
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Teaching  profession: 

54,65,67-69, 100-101, 109,  113,  118, 
123-124,  130,  140,  171-182,  200-207,’ 
215,  248,  250,  251,  285,  292,  326-327, 
353-354,  356,  361,  363,  429-431,  462, 
513,545,550-552 

Technical  assistance,  150-151,  161,  228-233, 
484,  502,  546,  566-568 
Technical  studies,  lllff.,  176,  211-218,  220, 
252,  271-273,  325-327,  330,  349-354, 
364-366,  368,  371,  375,  376,  379,  380 
383-394,  422-425,  439-440,  457,  477,  ’ 
479,  497,  508,  513,  548-550,  553,  556 
558 

Technicalization,  319,  330,  383-394,  565 
Technicum,  380 
Technische  Hochschule,  386 
Technological  development,  xiwff.,  31-32,  38, 
56,  70-71,  157,  191-193,  298,  311-31^ 
317-323,  329-330,  337-338,  364,  433, 
479,486,517,522,523,548,566 
Technology,  238 

study  of,  111//:,  123,  269,  291,  315,  319, 
330,  348,  351-352,  357-359,  383-  ’ 
394,  420-425,  439,  475,  484,  528, 
549-550,561,563-564 
Teilhard  de  Chardin,  Pierre  (1881-1955),  565 
Telpochalli,  238 

Temple  schools,  40-41,  43,  49,  59,  61 
Tennessee,  University  of,  413 
Terence  (195-158  B.C.),  130,  208 
Terman,  Lewis  (1877-1956),  474 
TertuUian  (160?-230?),  136 
Testing  movement,  439,  473-474 
Texas,  University  of,  459 
Textbooks,  46,  50,  59-64,  78,  119,  122-123, 
126,  129,  130-132,  141,  149,  150,  154- 
155, 172-173,  180,  203,  204,  212,  225, 
248,  259,  260,  272,  340,  358,  362,  371, 
417,  425-427,  431,  446,  497,  540,  543-’ 
544,  559 

Thailand,  484,  555,  559 
Thales  (seventh  century  B.C.),  85 
Theodolphus  of  Orleans,  Bishop  {c.  797),  150 
Tlieodore  of  Tarsus  (602?-690),  149 
Theodoric  (454?-526),  148 
Theodosius  11  (401-450),  124,  135 
Theognis  (5707-490?  B.C.),  86 
Theology,  223,  230,  231,  251,  257,  274,  290 
development  of,  58,  316 
teaching  of,  43,  136,  138,  147,  154,  161, 
171-173,  179,  202,  203,  246,  249, 
261-263,270,  291,349,  353,  359, 
387,419-421,424,511,  528 


“Third  University,”  266,  271,  273-275 
Third  World,  297,  334,  529 

{See  also  Underdeveloped  societies) 
Thomasius,  Christian  (1655-1728),  359 
Thomism,  170,  173 
Thompson,  Thomas,  495 
Thompson,  William  (1 71 8?-l  766?),  341 
Thorndike,  Edward  Lee  (1874-1949)  399 
473,474 

Thorndike,  Henry  (1760-1815),  499,  500 
Thrax,  Dionysius  (c.  100  B.C.),  130  ’ 
Thucydides  (4717-400  B.C.),  222 
Ticknor,  George  (1791-1871),  422,  423 
Tocqueville,  Alexis  de  (1805-1859),  309 
Toledo,  151,  152,  172,  177 
Toleration,  Act  of  (1689),  188,  190 
Tolstoy,  Dmitri  Aleksandrovich  (1823-1889) 
379 

Tolstoy,  Leo  (1828-1910),  379 
Tordesillas,  Treaty  of  (1494),  229 
Toulouse,  University  of,  179 
Town  schools,  163-165,  172,  190-192,  254- 
257,  271,  284,  288,  404,  414,  495,  496 
Towns,  rise  of  {see  Urbanization) 

Toynbee,  Arnold  Joseph  (b.  1889),  3 
Trade  Union  Congress,  373,  374,  398 
Trades,  education  for,  216-218,  220,  247,  252, 
272-273,  286-287,  325-327,  330,  349,  ’ 
351,  368,  371,  376,  380,  386,  456,  497, 
499,500,512,549,553-555 
Traditionalizing  role  of  education,  52-54,  61-65, 
71,  107,  110,  128-129,  134,  137,  138, 
140,  175-176,  185,  208-210,  218-22o’ 
225,  234,  249-250,  252-253,  268,  283, 
291,  312,  334,  335,  343-349,  352,  361, 
363,  365-366,  373,  378,  383,  392,  400, 
402,  412,  419-420,  423-425,  440,  450, 
455,458,474-479,  549-550 
Trajan,  Roman  emperor  (53?-117),  120 
Transcendentaiists,  510 
Trent,  Council  of,  188,  207,  226,  248 
Tripos,  346-347 
Trivium,  130,  180,  261 

{See  also  Grammar,  Logic,  Rhetoric) 

Truman,  Harry  S.  (b.  1884),  458 
Tubingen,  University  of,  254,  256 
Tuition  fees,  45,  87,  99,  116,  118, 133,  162, 

181,  268,  284,  349,  352,  354,  357,  368, 
371,376,  391,  397,409,415,417-418, 
443,461,557 

Turgot,  Baron  de  I’Aulne  (1727-1781),  308, 

349, 350 

Turkey,  38,  484,  485,  520,  545 
Turner,  Jonathan  (1805-1899),  424 


630 


index 


Turner,  Nat  (1800-1831),  513 
Tuskegee  Institute,  456,  457,  547 
Tutorial  education,  58,  68,  78,  84,  98,  99, 116, 
118, 126,  164,  205,  260,  269-270,  284,’ 
286 

Tylor,  Edward  Burnett  (1832-1917),  4,  6 
Tyrtaeus  (d.  668  B.C.),  86 

Uganda,  541 

Ulpian,  Domitius  (1707-228),  133 
Underdeveloped  societies,  xiv,  176,  297,  326, 
328-334,  348,  389,  433, 439,  498,  529 
554,  557,  561-562 
UNESCO,  334,  541,  566 
Uniformity,  Act  of  (1662),  188 
United  Nations,  564 

United  States,  296,  297,  302-304,  310,  313, 
315-321,  328-334,  338,  342,  347,  348, 
359,  367-370,  375-380,  383,  384,  390, 
392,  397,  399, 404, 405, 409-411 , 41 7, 
427-448, 463,  466-468,  471 , 473, 477, 
484,  490,  492,  494,  509,  510,  517,  520- 
525,  530,  535,  539,  542,  543,  550-558, 
563 

Universal  education,  167,  309,  315-317,  320 
323-325,  328,  337,  341-343,  350//, 

355,  367,  371,  372,  379,  380, 402-414, 
433-444,  451, 452, 455, 456,  551, 558, 
559 

Universities,  xv,  109, 140,  155, 162, 168, 172, 
177-182,  191, 194,  197,  200-207,  222- 
223,  226,  245,  249-251,  254-257,  265, 
269-270,  273-275,  277,  322,  326,  337, 
346-349,  353,  358-359,  362-363,  365, 
372,  378-379,  384-394,  399,412-414, 
418-425,  507-508,  543,  549,  553,  562, 
565 

{See  also  Higher  education) 

Upper  classes,  175,  219-220,  233,  239,  249, 

262,  266,  268,  269,  274-275,  313-315, 
319,  343,  344,  347,  354,  356,  368,  371, 
378,  385,  398,411,412, 450,  545 
(■See  also  Elites,  Gentry  class.  Intellectual 
class.  Military  class,  Nobility,  Patri¬ 
cians,  Priesthood,  Professional  cia'^s. 
Stratification) 

Urbanization,  xv//.,  6, 10-20,  30-35,  38-43, 48 
51,  57-58,  65-67,  70,  78-83,  87,  105- 
107,  115-116,  120,  123-124,  128,  133, 
138,  140, 148, 157-158, 163, 168,  171, 
172,190-192,  195.  218,  234,  236,241 
247,  258,  259,  272-273,  281,  299-300, 
306,  317-323,  329-331,  337,  339,  370, 
377,403,414-415,424,432,433,437, 
439,441,458,461,466,468,472,485, 


Urbanization: 

486,  494, 496,  500,  502,  503,  508  539 
540,  542,  546,  550,  565-568 
Ursulines,  227,  252,  384 
Ushinski,  Constantin  D.  (1824-1870),  378 
Utilitarianism,  312,  341,  347, 494,  498,  505 
Utopians,  510 

Utrecht,  University  of,  257,  544 


Vaison,  Council  of,  152 
Valerino,  Antonio  (sixteenth  century),  248 
Valignano,  Alessandro  (1537-1606),  230,  231 
Valla,  Lorenzo  (14157-1460?),  205 
Valladolid,  University  of,  245 
Van  Rensselaer,  Stephen  (1764-1839),  422 
Varro,  Marcus  Terentius  (116-27  B  C )  113 
129,132  ’  ’ 

Vegetius,  Flavius  Renatus  (fourth  century),  121 
Venn,  Henry  (1 725-1 797),  502 
Verbiest,  Ferdinand  (1623-1688),  231 

Vergerius,  Petrus  Paulus  (1349-1420),  204  205 

223 

Vergil  (70-19  B.C.),  117,  119, 122,  130,  133, 
161,  208,  221,  222,  259,  289,  308 
Vermont,  University  of,  413 
Vernacular,  222,  225,  227,  230,  255,  256,  257 
Vernacular  languages,  50,  57, 68,  70,  119, 136, 
149,  155,  160,  162,  166,  174-175,  186,’ 
205-208,  212-220,  222,  227,  230,  244, 
250,  251,  254-257,  265,  278,  287-288, 
357,  404, 415-418, 496,  503,  507,  533, 
540 

Vesalius,  Andreas  (1514-1564),  222,  223 
Vesey,  Denmark  (1767-1822),  513 
Vespasian  (9-79),  120, 123 
Vico,  Giovanni  Battista  (1668-1744),  3 
Victoria,  Queen  ofEngland  (1819-1901),  302 
Vienna,  Congress  of  (1815),  303,  313,  361 
Village  society,  24-25,  30,  38, 42,  77 
Villani,  Giovanni  (d.  1348),  163 
Virginia,  275-278,  280-282,  285.  286,  288, 

291,  306,  405, 409, 412, 419,  460, 493 
University  of,  347, 421 
Virginia  Company,  279 
Virtus,  115 

Vittorino  da  Feltre  (1378-1446),  221 
Vives,  Juan  Luis  (1492-1540),  205,  259,  261 
Vocational  education,  174,  217-218,  220,  227, 
245,  285,  287,  315,  325-326,  327,  350, 
354,  360,  368,  386,  389,  391,  393, 415- 
416, 418,  438-440,  456-457,  464, 471, 
475-477, 479,  533,  534,  546-552,  555 
{See  also  Apprenticeship,  Practical  studies) 
Volksschule,  361-362,  376 
Voltaire  (1694-1778),  308,  309,  311,  316,  543 
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Voluntary  education,  315,  322-323,  337,  338, 
340-342,  348,  373,  374,  382, 404,  406, 
494, 499 
Vorschule,  376 
Vouchers,  447 


Walker,  David  (1785-1830),  513 
Warrington  Academy  (1757),  338 
Warrior  bands,  42,  44,  69,  71,  79,  128 
Washington,  Booker  T.  (1859?-! 9 15),  456, 
457,  547 

Washington,  George  (1732-1799),  514 
Wastage,  559 

Watt,  James  (1 736-1 819),  184,  337 
Watts,  Isaac  (1674-1748),  419 
Wayland,  Francis  (1796-1865),  424 
Webster,  Daniel  (1782-1852),  304 
Webster,  Noah  (1758-1843),  417,  425, 426 
Wedgwood,  Josiah  (1730-1795),  337 
Weimar  Republic,  376,  385,  387, 400 
Wellington  school,  345 

Wesleyan  Missionary  Society  (1814),  490, 496, 
501 

West  India  Company  (1621),  495 
West  Indies,  241-243,  275,  277,  279, 468, 499, 
513,520,535 

West  Point  Military  Academy  (1 802),  423, 424 
Western  Foreign  Missionary  Society,  511 
Western  Missionary  Society,  490 
Western  Reserve  College,  513 
Westminster  school,  260,  345 
Wheelock,  Eleazar  (1711-1779),  514 
Whigs,  304,  316,  347, 403,  506 
White,  Charles  (1793-1861),  492 
Whitefield,  George  (1714-1770),  491 
Wnberforce,  Wmiarn  (1759-1833),  499,  500, 
504,505,510,513 
Wiley,  Calvin  H.  (1819-1 887),  409 
Wilkins,  John  (1614-1672),  269 
Willard,  Emma  (1787-1870),  418 
Willard,  Samuel  (1706-1741),  491 
William  I  of  England  (1027-1087),  160,  165 
William  I,  German  emperor  (1797-1888),  303, 
382 

William  III  (1650-1702)  and  Mary  II  (1662- 
1694)  of  England,  185,  188 
William  of  Wykeham  (1324-1404),  164,  258 
William  and  Mary,  College  of,  291,  405,  412, 
419,  514 

Williams,  Roger  (16037-1683),  282 
Winchester  school,  260,  345 
Winthrop,  John  (1714-1779),  419 
Wisconsin  v.  Yoder  (1971),  450 
Wise,  John  (1652-1725),  492 
Wissenschaft,  388 


Wittenberg,  University  of,  256 
Wolff,  Baron  Christian  von  (1679-1754),  359 
365 

Women,  education  of,  25,  47,  82,  1 15, 116, 
167,  218,  227,  238,  239,  247,  264-265, 
273,  285,  322,  348,  365,  371,  376,  379, 
415-418, 494,  500,  542,  557,  559 
Wood,  Sir  Charles  (1800-1885),  507 
Wood  Despatch  (1854),  507-508 
Woodbridge,  William  C.  (1794-1845),  430 
Woolman,  John  (1720-1772),  490 
Worcester  Polytechnic  Institute,  422 
Workers’  Educational  Association,  374 
Working  classes,  264,  266,  268,  275,  313-315, 
322,  337-339,  341-343,  346,  354,  356, 
368,  371,  373-376,  385,  389,  392,  396- 
398, 403, 411, 423-425, 431, 450-45L 
523,539 

(See  also  Poor  classes) 

Works  Project  Administration,  439 
Writing: 

development  of,  6,  13,  30-35,  3943, 48-51, 
56-57,  61,  67-69,  83-84,  111//.,  116, 
137,  237-239 

teaching  of,  70,  83,  109, 116,  118, 126, 
147,  150,  154-155,  165-166,  204- 
207,  211,  213,  216,  220,  243,  246, 
252,  254-256,  265,  272,  273,  339- 
340,  342,  350,  360,  365,  415, 416, 
464,  496,  497,  500,  512,  513,  526, 
532,  540 
Writing  schools,  348 

Wu  Ti,  emperor  of  China  (140-87  B.C. ),  71 
Wycliffe,  John  (13207-1384),  160, 161 


Xavier,  Saint  Francis  (1506-1522),  230,  231 
Xenophanes  (sixth  century  B.C.),  85 
Xenophon  (4347-355?  B.C),  101 


Yachahuasi,  239 

Yale  College,  291,  412, 419, 420,  423 
Sheffield  Scientific  School,  423 
Yorubas,  502 


Zay,  Jean  (1904-1944),  391 
Zeno,  Byzantine  emperor  (427-491),  105 
Zeno  of  Citium  (342-270  B.C),  100, 109,  112 
Zinzendorf,  Count  Niholaus  von  (1700-1760), 
305 

Zoology,  teaching  of,  310, 478 
Zorach  and  Gluck  v.  Board  of  Education  (1952), 
448 

Zumarraga,  Juan  de  (1468-1548),  245 


